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ABSTRACT
SECONDARY CONSIDERATIONS: SECONDARY TEACHER EDUCATORS’ VIEWS
OF AND RESPONSES TO IMPLEMENTATION OF THE MASSACHUSETTS
EDUCATION REFORM ACT OF 1993
MAY 1999
SUSAN DORAN QUANDT, B.A., UNIVERSITY OF MASSACHUSETTS BOSTON
M. Ed., WESTFIELD STATE COLLEGE
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Patt Dodds

This dissertation includes (a) Chapter 1, background and purpose -- the importance
and significance of the study; (b) Chapter 2, a review of the literature; (c) Chapter 3,
methodology (research design, data collection and modes of analysis); (d) Chapter 4,
presentation of the data; and (e) Chapter 5, conclusions and recommendations.
Appendices include participant information, forms, tables and a bibliography.
Teacher educators in public colleges and universities perform important work in an
environment largely legislated by forces external to education. In the current
environment of educational reform, the work of the education professoriate is influenced
by the expectations and attributes of legislative mandates for standardization in
curricular content and delivery, higher admission standards for prospective teachers,
competency testing for certification candidates, and ongoing professional development
for all certified teachers. Concurrently, changes in Massachusetts regulations for the
certification of educational personnel affect teacher education programs from design to
outcome-based assessment. What aspects of the Education Reform Act most strongly
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influence the public secondary teacher educator? What are the responses of the
secondary teacher education community to this attempt at systemic reform? How does
implementation of the Education Reform Act affect the work of secondary teacher
educators? How has the legislation affected secondary teacher education programs in
the Commonwealth?
Structured interviews with secondary teacher educators focused on participants'
views of and responses to the Education Reform Act of 1993 provide data from the
cohort of professionals most immediately engaged in the implementation of the tenets of
the Massachusetts legislation. Current Massachusetts legislation updates and interim
implementation reports provide a context for participant responses. Analysis and
discussion of participant responses in light of the current literature on reform and
change in teacher education form the basis for the analytical sections of the qualitative
study.
This study elicited participants' views of the Commonwealth's legislative initiatives
affecting teacher preparation, certification, and the work of the secondary teacher
educator in the context of educational reform. Themes of communication, collaboration,
accountability and status and relationships which emerged from interview data are
discussed within the context of implementing the Massachusetts Education Reform Act
of 1993.
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CHAPTER 1
BACKGROUND AND PURPOSE
The current era of education reform was announced by A Nation At Risk, which
characterized public education threatened by "a rising tide of mediocrity" in 1982. The
report and its counterparts formed an introduction to the changing states of public
education and, by extension, of teacher education. The Carnegie Task Force on Teaching
as a Profession (1986) followed quickly, charting new courses for schools and implying a
new course as well for teachers and for those who taught them. Dissatisfied with our
negatively-assessed place in the global competition, a wave of angry and blaming
reporters called for a reform of education.
"Reform" of education carried weight even in trade publications and popular social
critiques throughout the 1980's. Criticisms appeared, similar to those of Richard Mitchell
(1981), who noted "a bizarre article of faith" in the educational canon that "superior
intelligence and academic accomplishment are traits not suitable to schoolteachers."
Charles Sykes' 1988 Profscam opens with H.L. Mencken's simple plan for reforming
American higher education "... start by burning the buildings and hanging the professors"
(p.3). Throughout the decade that followed A Nation at Risk, dozens of commissions,
foundations and free-lance critics conducted "post-mortems on higher education" (Sykes,
1988, p.1). Popular reports, scholarly studies and national commissions combined
created a plebiscite -- a call to action to reform the education system.
The Holmes Group's first report, Tomorrow's Teachers (1986) marked the first look at
the issues of teacher education for the group of university and college deans whose
influential works and reform-oriented studies formed the overture for this decade's call to
action. The Group's manifesto, this work outlines the five goals of the Holmes Group, later
implemented by a select group of teacher education institutions. Tomorrow’s Teachers
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(1990) the second of the Holmes Group’s reports, raises questions about the state of
public education and the place of the teacher educator within it. This report proposes
Professional Development Schools as the integrative structure for aligning the energies
and interests of higher education, K-12 schools and teachers, anticipating the focus for the
third report, Tomorrow’s Schools of Education (1995). The Holmes Group’s Third report
challenges teacher education institutions to raise their standards of quality within new
institutional structures referred to as Centers of Pedagogy.
Parallel in time and focus to the Holmes Group, studies from Goodlad's Center for
Educational Leadership, the American Association of Colleges for Teacher Education and
the Education Commission of the States emerged in a report titled Advancing the Agenda
for Teacher Education in a Democracy (1991). This report was no less critical of the state
of teacher education, but was considerably kinder in tone and more supportive in
substance. The announcement of policy guides from The Agenda for Teacher Education
in a Democracy acknowledges the contemporary criticism of education, but names the era
"an exciting time in American education." It continues... "Political and social leaders are
recognizing that our schools are not only at the heart of creating a strong economy and
workforce, but for maintaining the social and democratic foundations of our country"
(p.19). While there is much activity around the country to improve schooling so that all
children can learn, more fundamental changes must take place. No group is more critical
to successful changes in the schools than are teachers and are those who prepare them”
(i). It is equally likely that no group is more critical of changes in the schools than those
same named constituents.
Advancing the Agenda emerged as a call to action in Education Renewal's (1994)
revision of Goodlad's 19 Postulates, describing conditions and initiatives that will promote
a renewal in teacher education. These concerns and mandates for action resonate with

2

the themes of state and national level policy focus in 1997, which emphasize standards,
assessment and consequences as the focus of the Federal role in achieving equity and
excellence for all students. They forecast the top two recommendations of President
Clinton's Call to Action and the ten-point treatment of education in his February, 1997
State of the Union Address. The President concluded his call to action with his pledge to
take it "to our country, so that together we can make American education, like America
itself, the envy of the world."
During the same week, at a regional Education Policy Seminar (sponsored by the LAB:
Northeast and Islands Regional Educational Laboratory at Brown University), Gerald
Tirozzi, Assistant Secretary for Elementary and Secondary Education, delivered the
Federal keynote, addressing the “Federal Role in Achieving Equity and Excellence for All
Students.” He outlined four components for a federal framework which will advance equity
and excellence for all students at Brown's Claiborne Pell Educational Policy Seminar: (a)
every district create and maintain high standards; (b) every district have quality
assessment system; (c) accountability, and (d) consequences. “Failure is not an
option," cited Tirozzi to underscore the seriousness of purpose in this framework.
Massachusetts is not deaf to the national mantra. Practiced in its performance of
implementing legislation intended to remediate and reform the educational processes in
the state responsive to national initiatives, the Commonwealth has undertaken significant
efforts at accountable reform in the years which have followed A Nation at Risk.
In preparation for their 1988 report, "Making Teaching a Major Profession", the Joint
Task Force on Teacher Preparation began its redefinition of the immediate future of
Massachusetts programs of teacher education. Key points contained in this report
anticipated the Education Reform Act which followed it. Other JTTP recommendations
(recognition and support of the mentor teacher, collaboratively administered master’s
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programs inclusive of liberal arts faculty) remain in clear discord with the later, superseding
legislation.
Founded for the purpose of recommending to the Chancellor of Higher Education and
the Commissioner of Education improvements in teacher education within the
Massachusetts public system of higher education, the Joint Task force's work was guided
by several Massachusetts-commissioned reports, including the Griffiths and M.I.S.E.R.
studies of the late seventies and early eighties, as well as by the work of national agencies
such as the Holmes Group and the Carnegie Task Force on Teaching as a Profession.
These reports helped to identify critical problems in current teacher preparation programs
in Massachusetts and suggested broad directions for change. In its introduction, the JTTP
proposed a "new, rigorous system of teacher preparation that will develop and sustain an
excellent and diverse teaching force in the Commonwealth's schools" (p.1). Oriented
toward a transitional era in the advent of technological advancement, an overt goal of the
recommendations stated that "teachers must be prepared to educate students to live and
work in an increasingly technological, interconnected and ever-changing world"(p.3) and
offered a framework for that advance using the strengths of the current teaching force in
the preparation of the next generation of teachers within a "more highly respected and
valued profession"(p.3).
The two-stage model of teacher preparation proposed contained six major elements:
(a) a solid foundation in the liberal arts and sciences; (b) an integration of subject matter,
pedagogy and knowledge of cultural and individual differences; (c) clinical experience prior
to and during the first year of teaching; (d) collaboration between schools and colleges and
a strengthened role for school-based professionals; (e) enhanced access, as well as
incentives and support for minority students potentially interested in entering the teaching
profession; and (f) comprehensive standards, evaluated by multiple measures of
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competence, for entrance into the profession. A summary of Major Recommendations is
included as an Appendix.
The intent of the JTTP recommendations to improve the quality of teachers practicing
in the Commonwealth and the diffident reception by its beneficiaries frame a dissonance
which has to date proven problematic in the course of implementation. In her 1994
dissertation, Changing Teacher Certification in Massachusetts. 1987: The oral history of
kev participants. Lorraine Goyette discusses the framework's intent (p.221).
... the JTTP framework was built to address a variety of complex and
occasionally conflicting issues... Taking on teacher professionalization,
minority and nontraditional candidate recruitment, and emphasizing liberal
arts and on-site training, the JTTP undertook systemic change without the
advice and consent of liberal arts faculty and after consulting only a few
public school administrators or teachers, both of whom would have to play
important new roles in preparation.
Certainly, this lack of consensus, or even consultation, with these important
constituencies raised a caution for those who might consider the question of systemic
resources, unsettled in advance of the framework's proposed adoption (Goyette, page
221).
As one example of JTTP reforms recommended, the mentor teacher component of the
JTTP was perceived by many teachers and teacher educators as the one positive
touchstone in the disruption of the status quo promised by implementing the
recommendations. As teacher education programs which emerged from the JTTP's
recommendations unfolded, there was little fundamental change to be seen from the
programs they replaced. Teacher educators and their schools were pressed to the limit of
their institutional resources as they renewed and restructured teacher education programs
to meet the JTTP expectations. Mentor teachers and professional development programs
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evolved as sensible and hopeful uses of progressively more scarce resources, though
currently these emphases remain underfunded by legislation and though both are still
desired by teachers and teacher educators alike.
The time from publication of A Nation at Risk (19821 to Massachusetts' creation of the
Joint Task Force on Teacher Preparation and publication of its 1988 report, Making
Teaching a Major Profession, spans a typical 4-year undergraduate program with time for
graduate study and what was then lifetime certification. Between the Joint Task Force
Report and the legislature's passage of the Massachusetts Education Reform Act of 1993,
five more classes earned their baccalaureate degrees and entered the workforce of
Massachusetts and New England. Flow has the environment of reform affected the
preparation of teachers through this transitional time? How will the effects of the
legislation be reflected in the work and attitudes of teacher educators preparing new
teachers within the programs designed to meet new mandates?
Current Context
Massachusetts Education Reform Act of 1993 (MERA ‘93)
From its initial Whereas, An Act establishing the Education Reform Act of 1993
(Chapter 71 of the Acts of 1993) takes itself seriously. The initial paragraph of the Act
states that: "The deferred operation of this act would tend to defeat its purpose, which is to
provide immediately for the improvement of public education in the commonwealth,
therefore it is hereby declared to be an emergency law, necessary for the immediate
preservation of the public convenience." Definite, indeed, the mandatory nature of this set
of recommendations.
Reform recommendations made within the Act's 97 pages of legislative language
impact educational personnel, education programs, local governance, school finance,
state governance, and, finally, students. Highlights of the bill include, in the language of
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the Education Reform Conference Committee: tough, measurable standards; quality
teachers; less bureaucracy, more autonomy and accountability, investment in our future,
and competition and choice. The Reform Act of '93 suggests a legislative framework to
support an array of educational reforms, one of which is the construction of curriculum
frameworks for the K-12 system. As the Commonwealth moves to standardize and
assess the curriculum in K-12 settings, higher education must re-frame expectations of
and for the student who will enter post-secondary institutions.
Curriculum Frameworks
The Massachusetts Education Reform Act of 1993 creates "high academic standards
which detail what our children should know to compete, curriculum frameworks to guide
educators in teaching the standards, and advanced performance-based assessments to
determine if our children are meeting our lofty goals" (Five Year Plan, page 1).

In July,

1994, the Board of Education adopted the Massachusetts Common Core of Learning.
"The result of months of public participation from thousands of individuals... [it]...
articulates a statewide consensus of what all students should know and be able to do
when they graduate from high school" (Five Year Plan, page 1). The Curriculum
Frameworks, developed in the seven core academic areas, translate the broad vision of
the common core into three important products: (a) content and learning standards; (b)
teaching learning and assessment practices; (c) structuring schools to support learningcentered classrooms. In addressing standards and assessment, the frameworks leave out
only consequences from the 1997 national agenda set by the President’s State of the
Union Address, deferring these to a future phase of the reforms' implementation.
Among the questions facing implementation of the curriculum frameworks
recommended so strongly by the legislation are those posed by Anita Greenwood at the
1996 MACTE/COMTEC (April 22, 1996) conference. Considering the implications for
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higher education, the conference questions narrowed to three: How do we prepare future
teachers to understand the guiding principles and approaches consistent with the
frameworks? How can we assist schools as they consider curriculum change? ... and,
How should university faculty prepare for students who have taken very different courses
from those in the past? With this tidy set of ordering questions, Greenwood discussed a
set of "guiding principles" reflected in the frameworks which began their implementation
this year. Of five common themes from the set of published frameworks, three seem to
dominate current efforts toward change in teacher preparation plans: an inclusive, non¬
threatening atmosphere; multifaceted assessment; and making connections within and
between the disciplines. The resolution of perennial conflicts and tensions within and
between academic disciplines and departments within higher education institutions
presents an implementation challenge for these framework efforts.
New definitions for the certification of teachers and introduction of the five-year
renewal of all certificates are key aspects of both the Education Reform Act of 1993 and
the resultant, generally consonant, regulations for the certification of educational personnel
effective October 1, 1994. The Provisional Certificate sets the base for the other two more
advanced certifications, requiring "a bachelor's degree in the arts and sciences appropriate
to the instructional field, passage of a two-part test (date and location of first examination
not yet determined) including communications and literacy skills and appropriate subject
matter knowledge. The candidate must also present evidence of sound moral character"
(Executive Summary, page i, April 1995 publication). The Board voted in November, 1996
to endorse a recommendation by Massachusetts Commissioner of Education Antonucci to
require all applicants for teacher certification as of January 1, 1998 to pass a standardized
test in communication and literacy skills and in subject matter knowledge.
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The responses and recommendations of Chancellor Stanley Z. Koplik to the Higher
Education Coordinating Council on the Report of the Task Force on Admissions Standards
"Educating for Tomorrow -- New Expectations for College Admissions" (September, 1995)
discusses the admissions standards used by the State colleges and the University system
and the need for the Higher Education Coordinating Council to "take action to promote
higher levels of student competencies by increasing the admissions standards to public
higher education institutions" (p.2).
Department of Education staff, the Higher Education Coordinating Council/ Board of
Higher Education, the School-to-Work Committee, and participating college admission
offices have worked throughout the past two years to coordinate college admission with
state standards for students and school-based standardized assessment (Five-Year Plan,
page 3). This aspect of coordination within and among institutions historically independent
proved the most challenging of all of the changes in standards proposed by the MERA ‘93.
Fall of 1996 data provided a pilot study on high school course patterns of students, and by
Fall of 1997 was the effective date for new college admissions requirements. In this
schema, the admissions policies for higher education began to reflect the graduation
requirements for high schools in the Commonwealth. Higher education in general and the
education professoriate in particular began to encounter students differently prepared and
differently assessed into programs still mainly designed for students educated under the
former system of less-standardized expectations and curricular diversity.
The Commonwealth's Dual Enrollment Program has now been funded for two full
years, at increasing levels of support, allowing promising students to complete high school
and begin their college work on the campuses of Massachusetts state colleges and
universities. The admission of these students posed another test for the mandated
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increase in admission standards and creates an assessment challenge for collaborating
institutions.
Regulations for the certification of educational personnel
"The Regulations represent the first phase of a two-phase process, providing the
regulatory foundation for new certificates under Education Reform. During phase two the
Department plans further review and considerable streamlining of the Regulations..."
(page ii, April 1995 summary). In this first key regulatory phase, eight key competencies
are required of all teachers, defined as Subject Matter Knowledge, Communication,
Instructional Practice, Evaluation, Problem Solving, Equity, Professionalism and
Pedagogical Content Knowledge.
Withholding the key piece of mentor support and development, the Education Reform
Act of 1993 invokes peer support and administrative empowerment to replace the notions
of high-affect collegiality which had begun to emerge from the best of the JTTP
discussions. Three certification levels (Provisional, Provisional with Advanced Standing,
and Standard) have become renewable, extended, fully renewable, conditional, and
altogether a different entity from the lifetime certification which once, with tenure, allowed a
t

certain security for the underpaid and underappreciated classroom teacher. These
changes pose a potential threat to the security of teachers within their once-tenured
profession, affecting the K-12 teacher immediately and higher education faculty by
implication.
Throughout the language of the Massachusetts Education Reform Act of 1993 we find
references to professionalism, professional teacher status, professional development
plans and programs, and a wealth of means and motions to achieve a higher status for
teachers as professional persons. The Regulations clarify the competencies of
Professionalism for the Provisional Certificate with Advanced Standing, stating that the
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effective teacher "understands his or her legal and moral responsibilities; learns from
experience and supervision; and understands the impact of societal problems that can
affect student learning negatively and uses appropriate strategies to address such issues"
(p.61).

Page 63 delineates the Professionalism competency for Standard Certification...

"demonstrates professionalism; keeps informed of current professional literature and
discusses issues and developments in the field of education with colleagues; engages in
activities that promote professional growth; acts in a responsible and collegial manner
within and beyond his or her school setting; uses relevant support systems within and
outside the school in order to optimize opportunities for teaching and learning."
These level-specific recommendations for demonstrating competency in
professionalism are being implemented in institutions of higher education historically
plagued by difficulties with collegiality, interdepartmental collaboration and communication,
and the nurturing use of relevant support systems both within and outside the school. The
teacher education enterprise is thus challenged to meet and model the expectations of
professionalism against which it will assess students completing teacher education
programs.
Massachusetts institutions of higher education have incorporated the values of a
liberal education into both the requirements for high school graduation and college
admission as well as into the more professional preservice programs for teacher
candidates. The Massachusetts Board and its Commissioner approved the Department of
Education's Implementation Plan, translating the Education Reform Act into action. Four
of the major educational goals of the Education Reform Act are discussed within this
context: ensure all students achieve high standards; enhance the quality of professional
educators; promote accountability and improvement in all schools; and administer a fair
and equitable school finance system. Progress, according to Massachusetts
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Commissioner of Education Antonucci in his 1997 assessment statement, continued on
each of these four goal initiatives. The goals remain stable, updated on the Department
of Education website, though the person in the office of Commissioner has changed twice
during the writing of this dissertation.
Five Year Plan goals
Goal One: Achievement of high standards, focuses first on the Massachusetts
Common Core of Learning, cited in the Commissioner's update as "the first educational
document in Massachusetts' history that describes what all students should know and be
able to do by the time they graduate from high school" (Five Year Plan, p.8). The Common
Core was adopted by the Board of Education in July of 1994. The Curriculum
Frameworks, adding health to the six original subjects (science and technology,
mathematics, world languages, English, history and social studies, and the arts) address
school restructuring techniques and multi-disciplinary teaching and learning methods.
Statewide Student Assessment, proposed by the law as an annual state test of public
school students in grades 4, 8, and 10 to measure individual student achievement and
school and district performance in core academic areas, is currently in implementation,
after consideration by public advisory committees and spirited debate in an array of public
forums. Test development began with a trial test administered in 1997 and full-scale
testing expected to continue on its planned schedule. Graduation standards leading to
high school graduation upon a student's successful performance in the annual tenth grade
"competency determination exam" have been constructed. The competency
determination will be tied to the graduation requirement after the new statewide test has
been given for several years.
A statewide plan for elimination of the general track has been circulated, with eleven
school districts already awarded grants to develop new alternative programs to replace
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their high school general tracks. A plan to increase student learning time, completed in
September of 1997, recommends that all middle and high school students receive 990
hours of structured learning time, possibly extending the school year by ten days to
provide for more teacher planning time and ten days for increasing student learning. The
Commissioner clarifies that "These are recommendations for changes at some future
date, pending funding" (Five Year Plan, introduction).
As these recommended changes are adopted or adapted by the K-12 institutions,
similar changes in the structure of the higher education school year are anticipated. The
ramifications for extending the school year in state colleges and universities to provide
even ten more days of obligation under the faculty contract are considerable. Considering
the realities of the higher education faculty calendar, mandating additional time to promote
increased student learning may lead to a restructuring of workload for those involved in
teacher education. The competency-based approach of this legislative goal will increase
the visible differences between the institutions of K-12 and higher education.
Goal Two: Enhance the quality of professional educators treats certification and
recertification in summary, citing the Board's approval of the two-step certification process
requiring provisional followed by full certification. Of professional standards for educators,
the board has approved the Principles of Effective Teaching and Administrative
Leadership which include standards for educators and guidelines for evaluations. Local
standards are expected to use the state's principles. Professional development, providing
statewide professional development assistance for educational personnel to districts, has
developed initiatives across the Commonwealth. A June, 1995 advisory to school districts
stated that "local professional development plans should target Education Reform priorities
that include mastery of the curriculum frameworks, expansion of technology in the
classroom, and educational leadership." The Commonwealth has approved more than
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one thousand professional development providers (Massachusetts D.O.E. Catalog of
Professional Development Providers. September, 1995) and hundreds of professional
development plans designed to attend to the needs of the state's teachers for continued
professional development.
Higher education faculty, primary providers of professional development through credit
courses, workshops and degree programs, must adapt their presentations and conform
their workload and teaching schedules to meet the needs of professional development for
K-12 teachers. At the same time, expectations for continued professional development
have become a funded tenet of the agreements under which the professoriate labors.
Goal Three: Support accountability and improvement in all schools, extends the
notion of performance standards and accountability in schools to include a participatory
process still underway. "Measurable standards of performance" which will identify a
"common unit of measurement to evaluate school performance" linger in draft form,
anticipating the planned annual evaluation to be published in school profiles. Within this
intentional framework for increasing accountability, we find an introduction to the state's
plan to assist schools and districts failing to make consistent progress toward the state
standards. Those districts declared "underperforming" will receive additional assistance in
developing and implementing improvement plans. After two years of insufficient progress
by a school or system, the state will appoint a receiver for the district, similar to the
Chelsea/Boston University model, for reclaiming underperforming school systems. Robert
V. Antonucci, Commissioner of Education, provided text for public review and comment,
presenting “Proposed regulations on under-performing schools and school districts”, an
amendment to 603 CMR 2.00 and an amendment to the Certification Regulations (603
CMR 7.02(17)(a)). In the proposed regulations and the proposed amendment of
regulations on revocation of certificates, the Department of Education identified the
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indicators of school or district under-performance which “may trigger intervention by the
Commissioner and the Board of Education” and described in significant detail the
processes and consequences of that intervention.
Higher education, as well as K-12 institutions, will become more accountable. This
process will likely result in a more standardized profile of programs across the state. The
information from school profiles will be used to standardize programs previously allowed a
certain freedom of range under prior approval processes.
Goal Four: Administer a fair and equitable school finance system, refers for its progress
notes to the FY'95 allocation of state aid for education to local districts of $1.6 billion, a
13.3% annual increase. In FY'96, local districts received $1.8 billion, fully funding the law.
The Foundation Budget includes changes made since the Reform Act became law,
including the award of "$75 per pupil aid to every district in FY 96, of which $25 per pupil
must be spent on Professional Development." The funding formula keys on the Standard
of Effort, which is the minimum amount of local taxes needed for education. The gap
between the foundation budget and the Standard of Effort is used to determine the level of
state aid.
For public college and university programs of teacher education within the
Commonwealth, the funding formula keys on nothing as clear as the Standard of Effort.
Indeed, the Governor’s November 1,1995 downsizing proposal includes privatization and
productivity studies as cost-saving measures for higher education. The conceptual
frameworks of the Higher Education Coordinating Council and the Commissioner of
Education appear dissonant, though the intents of both are considered to be collaborative
and centrally focused on improving the educational programs of Massachusetts.
For teacher educators and their institutions, these initiatives imply significant
institutional change. With and through these initiatives, the various curricula of the
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Education Reform Act approach implementation into action. Funding, accommodation of
the shifts in institutional culture, and closer-than-ever collaboration of the institutions within
the Massachusetts educational system offer challenges to these worthy initiatives.
Progress for the students of the Commonwealth and for the new teachers prepared to
teach them should follow in direct proportion to the amount of effort devoted to overcoming
these obstacles.
Significance of the study
Teacher education is important work which ultimately affects the nation's social and
intellectual environment.

Because the ways in which teachers are prepared has an

impact on the quality of education delivered to students, concern about the investment of
teacher educators in certification standards, requirements, frameworks, and regulations is
justified. Teacher educators need to know more about the rationales for the decisions
made by administrators and others responsible for education in the Commonwealth, since
understanding the rational frameworks around reform decisions is a first step toward
gaining control of the educator’s intellectual and professional environment and overcoming
the confusion and sense of futility that pervade professional discourse about reform
(Goyette, 1994). Teacher educators have experienced a credibility problem related to
their relatively low status in academia, a legacy several decades old. This credibility issue,
combined with stubborn resistance to implementing legislated change, has rendered most
of the past century's reform attempts minimally successful at best.
In a context of legislated reform which places interdepartmental cooperation and
collaborative endeavors high in the priorities of the K-12 stakeholders, teacher educators
retain the penchant toward staunch territorialism and departmental isolation which still
characterize the intellectual and social environment of higher education. This study
represents an attempt to understand the implications for teacher education of the 1993
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Massachusetts Education Reform Act by exploring the views of teacher educators and
their responses to the Act and its implementation within the complex fabric of their
professional lives.
The legislation's goals include clear expectations that the level of professionalism for
teachers exceed its current individualized status and extend to collegial endeavors both
within and outside the school. The voice of the teacher educator in the setting of these
expectations, and through the phases of implementation, has been too rarely clearly heard
by the goal-setters. These voices, in the words of those who will guide and implement the
changes required by regulation, inform this study.
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CHAPTER 2
CONTEXT: REVIEW OF THE LITERATURE
This chapter is a summary of a literature review on teacher educators and educational
reform, emphasizing the role of the teacher educator in implementing educational reform.
The chapter consists of three sections. The first section provides a context for
understanding education reform in Massachusetts. This context is presented within three
subsections: (a) a brief overview of education reform, (b) an overview sketch of
secondary teacher education and teacher professionalization, and (c) the current status
of teacher education in Massachusetts. The second section discusses of the relationship
of institutional change theories to the implementation of the Massachusetts Education
Reform act of 1993. The third section examines the growing body of available literature
focused on the teacher education professoriate.
A brief overview of education reform
Transitions in educational reform agendas emerge with social transition and cultural
change. A century ago, the nation experienced a transition from an agrarian to an
industrial society. The horse-drawn school barge transporting students from fields and
farmhouses to one-room schoolhouses became the Model-T school bus after the turn of
the twentieth century. At the close of the twentieth century, we mark the occasionally
tempestuous passage from a post-industrial to an informational, or knowledge-oriented
society. In the words of a popular song, “.. now the fields are all four lanes, and the
moon’s not just a name... .’’(“In the Year of the Yellow Cab,” C. Wheeler, 1990).
Secondary teacher education, preparing teachers for our public high schools, weaves a
unifying thread through legislative literature and pedagogical practice in transitional periods
of educational reform.
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In the late 1800’s, one harvest of the Industrial Revolution was a new model for
management of the educational enterprise. With the factory came “scientific” systems and
a belief that “scientific management” promised the highest possible levels of educational
productivity. In this ideological environment, “efficiency, rationality, continuity, precision...
and ...impartiality” became the watchwords of those intent on reform (Callahan, 1962).
By the last decade of the century the need to mold the individual into the regimented
world of the factory came to dominate the schools, curriculum, and teacher preparation
(Brown, p. 10). This industrial factory model evolved, by the early 20th century, to an
extended metaphor for education based on the industrial model. The oversimplification
seems clear, the awkwardness of the metaphor apparent...
In a productive organization, the management must determine the order
and sequence of all of the various processes through which the raw
material or the partially developed product shall pass, in order to bring
about the greatest possible effectiveness and economy; and it must see
that the raw material or partially finished product is actually passed on from
process to process, from worker to worker, in the manner that is most
effective and most economical (Callahan, 1962, p. 81).
In the world of schools, such metaphors of mechanical production with their
images of people as effective and economical product seem misplaced. The
appeal of this “impartial” and system-ordered metaphor speaks to the uncertainties
underlying the teacher’s world. The complex organizational system of public
schools defies definition as a linear hierarchy. Evolving erratically into increasinglycomplex forms of organizational structures, educational institutions are far less
defined in their working realities than the creators of line charts and organizational
models portray. Support for an objective and measurable, mechanical model, one
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which is at least familiar in its assembly-line modes, seems understandable as
reaction and response to the shifting contexts of the academic environment.
In the 1990’s, motivated by mandate, legislators and educational administrators have reshaped
the curriculum and re-set the standards for high school completion. These actions, in
concert with the “integrated system” philosophy of this decade (Boyer, 1990), are re¬
shaping both the entry criteria and the curricula for secondary teacher education.
This review introduces the positions of dominant national (Borrowman, Tyack, Cremin, Cuban and
Profession,” and the Massachusetts Education Reform Act of 1993. An interesting
comparison of secondary teacher education in Massachusetts is framed by the
Commonwealth’s 1890’s policy changes and 1993’s Education Reform Act. Such
historical perspectives may prove valuable in an effort to make meaning of our actions in
response to substantial change inherent in implementing the Massachusetts Education
Reform Act.
The insistent present has many voices, as it should. Those who have sought over
the past... decades to conserve, criticize, or reform American teacher education
can speak for themselves... But the past also participates in our deliberations. It
speaks subtly, and some of us are quite unaware of the cues by which it molds our
thoughts and shapes our responses. But it molds and shapes nonetheless. We
cannot choose whether to be conditioned by it or not; we choose only to be aware
or unaware of its influence (Borrowman, 1962, p.52).
In “Liberal Education and the Preparation of Teachers,” Borrowman’s words speak to
this discussion of secondary teacher education, encouraging us to listen carefully for the
voices of our predecessors to guide an exploration.
Eli Tappan, president of Kenyon College at the end of the nineteenth century, named
education “a science leading to a learned profession” and advocated that “scientific”
training be given to teachers at all levels of education. During his speech he insisted that
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“a teacher should be trained in an institution of a higher grade than the one in which he
teaches.” Application of Tappan’s Law in Massachusetts implied that when the normal
schools’ mission statement was changed to include the training of high school teachers,
they then became colleges (Brown, 102). Tappan’s Law, a tacit backdrop to legislation
and practice in the profession, governs the ranks of the professoriate and guides the levels
of teacher certification today. In the 1890’s, changes initiated by Tappan’s Law, combined
with the proliferation of secondary schools in the nation (in 1890, just over 220,000
students attended 2,526 high schools; in 1900, 519,251 attended 6,000, according to
Cuban, 1993) created a significant shift in the focus of the Massachusetts Board of
Education. During the early 1890’s, the Board began to include secondary schools in
earnest along with the normal and common schools which had been its primary focus.
According to Tyack in Turning Points, the national movement to improve certification of
teachers owed much of its ideology and methodology to civil service reform in
government. In place of capricious, corrupt, or politically determined ways of choosing
public servants -- in this case teachers -- the advocates of civil service reform in education
sought uniform standards for screening applicants, criteria which could be bureaucratically
defined and enforced (Tyack, p. 418).
In a decade (1890-1900) which marked the beginnings of a new wave of industrial
development noteworthy in the Northeast, Kandel (1930) notes the rush to urban life which
attracted vast numbers of immigrants. Characteristic of the period was a new exploitation
of natural resources by new methods, an unprecedented demand for labor and trained
intelligence and a rapid increase of personal and corporate wealth accompanied by a new
era of inventions designed to economize and systematize human labor. The shift from an
agrarian to an industrial norm was accompanied by significant social change and a
consequent need to adapt the high school, but acknowledgment of such changes provided
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little direction for the high school’s function and less direction in determining any clear
standards for secondary teacher education. The ends of secondary education were,
perhaps, a little clearer...
The colleges then have performed their duty in making provision for the
training of teachers for secondary schools when, first, they have opened
the way and led their pupils over a course of study intelligently and wisely
planned to the end of a liberal education: and second, when they have
provided masters in instruction (Borrowman, 1965, p. 97).
With this declaration, the National Education Association defined the decade’s focus
for secondary schools in the last decade of the nineteenth century. Massachusetts, with a
constant ear to the national concerns in education, encouraged the agents of its Board of
Education to attend to the needs of the commonwealth’s secondary schools, numbering
over two hundred by the middle of the 1890’s. The eventual result of that attention was
legislation which supported statewide access to high schools, set higher standards for the
academic background for secondary teachers, and refined high school curricula to reflect
standards set by the National Education Association’s 1893 Committee of Ten.
A primary tenet of the Committee of Ten’s findings was the proposal of a standardized
curriculum to shape the education available in secondary schools, both as life preparation
for those students for whom high school would be a terminal educational experience as
well as for the college-bound minority. The Committee’s conferences reached a
consensus on these principles, suggesting equity of curricular access to students
regardless of their vocational or academic path and encouraging similar teaching and
emphasis within courses regardless of course format or the leveling of students within the
school.
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The major recommendation for teacher education was clear. The adoption of a rational,
national curriculum for the secondary schools would require a change equally fundamental
in the training of teachers.
...In order to introduce the changes recommended, teachers more
highly trained will be needed in both the elementary and the secondary
schools. There are frequent expressions to the effect that a higher grade
of scholarship is needed in teachers... or that the general adoption of some
method urged by a conference must depend on the better preparation of
teachers in the high schools, model schools, normal schools, or colleges in
which they are trained... (National Education Association, 1893, p.51).
From page 51 of the Committee of Ten’s report comes the assertion that the “better
trained” teachers called for by the conferences should use existing agencies, their
methods and goals modified to meet the committee’s expectations, to restructure the
training of inservice teachers. From summer institutes to rewards for those teachers
willing to extend their preparation as professionals, these 1893 recommendations seem
clearly echoed by the Education Reform Act of 1993, discussed later in some detail.
The formative report of the Committee of Ten set the challenges for secondary
teaching in the forefront of educational concerns and opportunities. The arguments of the
period began with competition among the colleges during the late nineteenth century,
caused by the burgeoning number of those institutions. Colleges concerned with a
continuation of their place in the education hierarchy rightly regarded the secondary
schools as essential to their continued enrollments (Brown, 1988).
The recommendations of 1893 criticized the standards held by teacher preparation
institutions as altogether too low. The recommendations argued for better facilities,
libraries and teachers for the normal schools and for the colleges. Final suggestions of the
Committee emphasized the strength of the movement to accredit high schools. The
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Committee asked that colleges and normal schools arrange their requirements for
admission, as regarded selection and range of subjects, in conformity with the secondary
school courses of study recommended by the Committee.
In their response to these national concerns, the Massachusetts Board of Education
created The Rules of 1894, outlined in the 1894 Annual Report, which set standards for
the examination of teachers, discriminating for the first time between the “probationary”
and “permanent” certificates (Annual Report of the Board of Education, 1894). The intent
was that the second examination in the subject should be “deeper and more searching
than the first.” Allowing for some unevenness of preparation within the population of
veteran and novice teachers, the Board advocated for some flexibility in the examination,
as well as granting candidates the benefit of experiential learning. It was understood that
weight would be attached to successful experience in teaching and managing schools.
The approval certificate, issued to successful candidates who completed a course of
study in a college or normal school, allowed local school committees to accept the
judgment of the examiners in place of the personal examination of teacher candidates
otherwise required by the statutes. A key concept of these new certification expectations
is that they were “permissive, not obligatory,” relying on the good offices and good
intentions of teachers and of school committee personnel to encourage compliance. In
the words of the 1894 Board of Education Report, “If the law is wisely applied and carried
out, it can do much to secure and maintain a high standard of professional qualifications
for teaching.”
Listed, certified, approved and well-prepared, teachers trained under the proposed
plan had the advantage of having attained a higher standard of preparation than the norm
of the 1890’s had previously allowed. The approach of the Board in Massachusetts
reflected the common understanding of the transitional nature of the times, a time of local
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rule integrated with state philosophy, and a time of practice more carefully wedded to
professional pragmatics. The shift from town to state jurisdiction over the system of
schooling was an important one, justified by evidence presented in the Board’s 1894
report, page 245...
The difference in the conditions and needs of the various municipalities
of the Commonwealth suggest the chief fault of our system of public
education; namely, making the centre of the system the town rather than
the state... The plan advocates for the State as a whole to do precisely
what some municipalities had done... namely, to place both the supervision
and the teaching of the schools in the hands of professionally prepared
teachers.
Continuing the education reform conversation a century later, the Holmes Group
documents set forth a clear and carefully-researched plan for improving the nation’s
schools and for increasing the professionalism of teachers, teacher educators and teacher
preparation programs. Beginning with Tomorrow’s Teachers: A report of the Holmes
Group (1986), which set forth a clear set of resolves for the professionalism of teaching,
the Holmes Group was influential in promoting national attention to education reform
issues. The Holmes Group’s treatise set forth a clear set of resolutions for the
professionalization of teaching: (a) make teaching intellectually sound; (b) recognize
difference in teachers' knowledge, skill, and commitment; (c) create relevant and
intellectually defensible standards of entry into teaching; (d) connect schools of education
to the schools, and (e) make schools better places for practicing teachers to work and
learn.
The judgmental tone and the purposeful recommendations of Tomorrow's Teachers
drew the sharp, clear edges of an argument for a reform of teacher education. The report
raises questions about the state of public education and the place of the teacher educator
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within it. The Holmes group's second report, Tomorrow's Schools (1990) carried forward
the manifesto's major focus and proposed new centers for the "where" of improved
teaching and learning practice. Within the report's proposed Professional Development
Schools, university faculty, students of teaching and veteran teachers who are scholars of
teaching and learning would unite their energies in a mission to improve the work's
outcome by improving the working context of the enterprise.
The Holmes Group's third report, Tomorrow's Schools of Education (1995), challenges
teacher education institutions to raise their standards of quality and to make important
changes in all four of the education common places in their education schools -- in their
curriculum, faculty, location of much of their work, and in the student body. The report
states in its foreword that "education students have for too long been learning too little of
the right things in the wrong place at the wrong time" (p.3). The study recommends that
the education enterprise must (a) design a new curriculum, (b) develop a new faculty, (c)
recruit a new student body, (d) create new locations for much of their work, and (e) build a
new set of connections to those they serve. The profession and its students will be
nurtured, proposes this study, within new institutional structures referred to as Centers of
Pedagogy. The proposed centers of pedagogy have evolved through current usage to be
Professional Development Schools.
Tomorrow's Schools of Education begins the deans' brief with a radical premise:
institutions preparing educators should either adopt reforms that link their educational
contributions closely with improved schooling for America's young -- or surrender their
franchise. The moral imperative of the argument states that schools of education "...
accepted responsibility for the preparation of school professionals early in this century and
are partners in a social contract that they must abrogate if they are unable to fulfill their
end of the bargain" (Holmes Group, 1995, p.6). On these grounds, the group argues that
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action must replace inertia. The call to action is clear. The education school should cease
to act as "a silent agent in the preservation of the status quo" (p.7).
Tomorrow’s Schools of Education concerns itself with providing for the nation teachers
and other educational specialists who have all the attributes of genuine professionals - the
knowledge, prestige, autonomy, and earnings that accrue to competent people who are
engaged in important matters that are beyond the talent or training of the ordinary person.
In this effort, the Holmes Group became organized around twin goals: the simultaneous
reform of teacher education and the reform of schooling. The Holmes Group assumed
that these reforms would prosper if the nation’s colleges and universities were committed
to the education of professionals who work in the schools. Tomorrow’s Schools of
Education describes the Holmes Group’s hopes and expectation for greatly improved
professional schools for educators. These new professional schools are the kinds of
university-based education schools which the Holmes Group felt the country needs in a
time of greatly increased demand for better learning. Their report challenges these
institutions to raise their standards of quality and to make important changes in their
education schools -- in their curriculum, faculty, the location of much of their work, and in
the student body. “The indisputable link between the quality of elementary and secondary
schools and the quality of the education schools must be acknowledged -- and we must
respond “(p. 4).
In the current context, the Massachusetts Education Reform Act of 1993 (Chapter 71
of the Acts of 1993) addresses issues familiar from the discussion of the 1893
recommendations and consonant with the recommendations of the Holmes Group.
Promulgated as an emergency law, the initial paragraph of the Act states that: “ The
deferred operation of this act would tend to defeat its purpose, which is to provide
immediately for the improvement of public education in the commonwealth, therefore it is
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hereby declared to be an emergency law, necessary for the immediate preservation of the
public convenience.”
Within the Act’s 97 pages of legislative language, reform recommendations are made
which influence educational personnel, education programs, local governance, school
finance, state governance, and, finally, students. Highlights of the bill include: in tough,
measurable standards; quality teachers; less bureaucracy, more autonomy and
accountability, investment in our future, and competition and choice. The Reform Act of ‘93
suggests a legislative framework to support an array of educational reforms, one of which
is the construction of curriculum frameworks for the K-12 system.
Teacher professionalization
By 1893, discussions reported in the Massachusetts Board of Education Annual
Report had established the desirability of a closer articulation between the high schools in
the Commonwealth (252 by 1895, enrolling 32,752 students) and the institutions above
them.
There is... an important modification of views ... about the relations that
should exist between the high schools and the colleges. The anomaly as
well as the absurdity of the break between them is obvious. ... the entire
high school system ought not to be warped into conformity with
conventional college demands ... still too classical and antique for the
majority of high school pupils. The trend of educational thought today ... is
towards a distinct and generous recognition of the more popular courses in
our high schools as suitable for college purposes, provided only they are
pursued with greater seriousness and thoroughness ... (Annual Report of
the Board of Education, 1895).
Renewed conversations regarding secondary education and secondary teacher
education appeared in the1975 National Association of Secondary School Principals
publication Secondary Schools in a Changing Society: This we Believe. This report from
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The Task Force on Secondary Schools in a Changing Society is strongly supportive of the
system of secondary education. The NASSP argued in this volume that secondary
schools reflect more than do most institutions the forces of change in society. In
accommodating social change, the schools have become modified by the flow of
American life. From page 5 of This We Believe ...
Throughout this continual transformation, however, the goal of
secondary education have remained extraordinarily stable. Even as new
routes to learning were charted and recharted, the central purpose
remained essentially fixed. The aim was to develop the talent of each
student which in turn would contribute to the general welfare. The
democratic ideal that the individual and society would find fulfillment in one
another was consistently pursued. The weaving together of personal
needs with the public good gained top priority regardless of the decade or
of the particular means employed to attain that emphasis.
Secondary teacher education reflects the priorities of the public with regard to the
nation’s secondary schools. As the electorate or the legislators feel the need to achieve
broad objectives, schools of education are asked to reshape their curricula toward
accomplishing these objectives. “As the secondary school is directed, so moves the
nation,” says page 12 of This We Believe.
Teacher education reform is becoming the mission of schools of education as well as
of various accrediting organizations, such as the National Council for the Accreditation of
Teacher Education, the Interstate New Teacher Assessment and Support Consortium and
the National Board for Professional Teaching Standards. As schools of education are
raising the standards for entry into teacher education programs, the various accrediting
agencies and organizations are developing standards for teacher licensing and for teacher
education programs. Studies of systemic reform in the professional growth of educators
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present promising practices for professionalizing the education and the work of teachers
seem to concentrate on the development of processes and structures for building
professionalism among educators. As practicing educators learn new skills and ideas,
assume new roles and manage multiple reform initiatives, researchers note that
“coordinating the balance between individual goals and institutional goals” is central to
professional development efforts (Swanson, 1995, p.36). Common to many of the
partnerships cited by Swanson in her research is a belief that “teaching is a professional
activity that requires advanced levels of expertise” (p.37) for its practitioners to be
effective. In large part, these advanced levels of expertise rely on the creating and
support of working environments that set aside time for teachers to plan and work
together, foster participation in professional networks and support the development of
cooperative and collaborative cultures within schools and universities.
Citing the obstacles to the reform of teacher education, Swanson emphasizes the
significant financial investment required at all levels of the system. Professional
development and attention to the mentoring and socialization of aspiring teachers require
changes which will increase the cost of teacher education. The move toward site-based
instruction and longer preparation programs requires lowering student-teacher ratios,
increasing the relevance and strength of secondary field experiences for teacher
candidates, and time for teacher educators to invest in collaborative relationships to
strengthen teacher preparation. Leadership, support and sustaining relationships within
and among institutions are all vital elements of increasing professionalism within the
teaching enterprise.
The “abiding problems of schooling will not be solved until there is an adequate flow
into them of well-educated people dedicated to becoming lifelong professionals in a high
calling and receiving adequate extrinsic and intrinsic rewards” (Lieberman, 1988, p.230).
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The significant systemic changes required to bring about the adequate rewards and
dedication to professionalism in teaching require changes in the organizational structures
and values of teacher education.
Such fundamental changes are not easy to implement, are not always easy to
recognize in the rune-tossed environment of higher education. Taking first things first,
(Hinchey, 1995) teacher educators must acknowledge that there has been “a change in
the notion of knowledge from external, inert information to personally constructed
meaning” (p. 1). The cost of not acknowledging that change is to mistake external
appearance (alteration in the organizational structure) for “something entirely dependent
on intention and internal activity”(p.1)... mistaking the symbol for the thing. Discussing the
importance of intention, Hinchey cautions the reader: “As we rush to transform our
practices... we need to keep in mind the lesson of our past mistakes... it is intention and
behavior that will determine whether the new structures we design and implement focus
on elements we believe integral to the process of education - or become just a new set of
deceptive appearances” (p.2)
The issue of teacher professionalization is informed both by history and by a growing
body of current research which has begun to define teacher professionalism. The
unifying image drawn by Barone, et al (1996) of a strong professional emerges from a
future for teacher education which focuses on five key dimensions “that every teacher
preparation program struggles with. All desire that their teachers: (1) develop an
educational ideology for interpreting curricula, (2) acquire teaching methods, (3)
understand the pedagogical content base, (4) be responsible to a multicultural student
body, and (5) understand technology” (p.1110). In discussion, the authors explore the
unifying image of the teacher as a strong professional to move these dimensions into
institutionalization, into the reality of the workplace. The strong professional teacher in the
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author’s vision is defined in terms of three critical elements: “the articulative, the
operational, and the political dimensions of teaching” (p.1 111). These elements can, the
authors state, be found in a program of teacher education “that takes as its charge the
development of teachers who can be described as strong professionals” (p. 1111).
Though the exciting future for teacher education described by the authors is hard to
realize, they assert that their vision will become common if those who lead teacher
preparation programs can: demand the hours necessary for teacher education students to
acquire complex knowledge, skill and moral sensitivity; acknowledge and support the
developmental process of learning to teach by continuing a formal involvement with the
graduates of teacher preparation programs during their first few years on the job; and find
the resources necessary to conduct high-quality teacher preparation programs (p.1145).
It is precisely this area of resource allocation and availability which tends to engender
disagreeable emotive responses more quickly than efforts at collaborative planning in
contemporary teacher education settings in Massachusetts. Zimpher and Sherill refer to
“symptoms that have plagued teacher education for literally decades, such as low selfconcept and status deprivation, failure to develop a knowledge base, underfunding, and
lack of recognition of teacher education as central to the role and function of universities.
These symptoms and missed opportunities have contributed to the subsequent denial by
schools of education of their rightful professional status” (1996, p.281).
Goodlad (1990) characterizes this self-denial of professionalism among teacher
education faculties as a “low hanging cloud of prejudice toward school teaching and
teacher education in both the field and by professors of education” (p.157). Kagan (1990)
discusses the “fragmented and ambiguous identity of professors of education” and refers
to the “collection of tensions” (p. 298) characteristically affecting schools of education.
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Zimpher and Sherill (196) cite Gardner’s admonition about life in higher education
during the balance of the 1990s, saying that it will
be something like it was during the great depression years - demands for
retrenchment, angry confrontations between faculty and administrators,
legislative demands for colleges to be more accountable. Faculty morale
will decline, and administrators will be blamed for all kinds of unfortunate
occurrences. In addition, control by central administration over the budget
and decision making functions will continue to grow.... All professional
schools, but ed schools especially will be called upon to demonstrate a
heightened relevance to society. The clarion cry will be raised for
organizational and structural change in ed schools at the same time that
social and economic constraints are to increase, (p.300).
Continued attempts to define and support teacher professionalism must proceed
concurrently with a continued push toward accommodating reform and transition within the
teacher education organization. Strong professional teachers require mentors and
educators equally strong and equally focused on a common vision of professionalism in
academic institutions. It is one purpose of this study to elicit and examine the vision of
professionalism among secondary teacher educators practicing in this current context of
transition and educational reform.
The current status of teacher education in Massachusetts
The current education reform climate emphasizes many of the same significant focus
areas as we have just considered. Themes of the 1993 Education Reform Act include a
significant increase in the power of local control, greater autonomy for principals and
superintendents, the abolition of tenure and lifetime certification, greater accountability for
school districts with regard to state funding and expectations, and the imposition of a
statewide framework for the curriculum and assessment of K-12 learning. The “better
trained teachers” who must implement these aspects of the Act will be trained in programs
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designed to meet the new competencies expected of the Commonwealth’s teachers.
Their education and training are the responsibility of a higher education system not
completely prepared to implement their part of the Commonwealth’s bargain.
Teacher educators perform important work in service to the Commonwealth and
contribute significantly to the business of education. In response to a recent inquiry, the
Massachusetts Department of Education informed this researcher that the Office of
Certification certifies approximately 15,000 individuals each year for a total of
approximately 20,000 areas of certification. The exact numbers for 1996 were 13,867
people for a total of 19,987 areas of certification. The office did not have a breakdown
currently available of secondary vs. non secondary certifications. There are about 50
institutions in Massachusetts with teacher preparation programs (April 11 message from
Dennis DiCarlo, Office of Certification, ddicarlo@doe.mass.edu).
Teacher education programs across the state are currently preparing for or have
recently completed accreditation reviews to achieve state approval for their certification
programs. Across the Commonwealth, the effects of change based on the 1993 Education
Reform Act are reflected in the programs, practices and personnel of teacher education in
colleges and universities. This study will try to discover and describe the formats and
faces of these changes in the public colleges and universities of Massachusetts.
Institutional change theories and implementing the Act
American society currently is experiencing an era of unprecedented cultural and social
change. Few traditions remain unchallenged by new viewpoints. Few institutions are
untouched by the relentless force of change (NASSP, 1975, p.61). This pronouncement
from the National Association of Secondary School Principals is as true today as it was
when This We Believe was written. The policy changes recommended by reformers are
only the first stage of lasting reform. Regrettably, reform efforts often end with the
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publication of a report. Changes in the actual structure and content of teacher education
depend upon long-term and genuine reform efforts.
This section discusses the relationship of current institutional change theory to the
implementation issues surrounding the Massachusetts Education Reform act of 1993. An
emergent body of work concerned with developmental change theories follows the
innovation of Michael Fullan’s significant work in this area. In his book Change forces:
Probing the depths of educational reform (1994), Fullan suggests that a goal of
accommodating change within the educational system is to begin experiencing and
thinking about educational change processes as an overlapping series of dynamic
complex phenomena. As increasingly complex institutions move through transitional
stages, new organizational identities will emerge, facilitating dynamic processes and
concurrent, multi-dimensional changes.
Fullan (1994) shares his insights regarding the new paradigm of change, informing and
reminding the reader that the more complex the change the less you can force it and that
a key concept to understanding fundamental institutional change is acceptance of change
as non-linear, loaded with uncertainty. With this refreshing, non-mechanical perspective,
Fullan eases the task of understanding the change process within the stable institutions of
higher education and the even more stable formats familiar in teacher education over the
past century. Re-identifying the task of accommodating change as non-linear,
acknowledging the interconnections between concurrent change paths, the paradigm
Fullan describes implies power for the individual within the institution. This pragmatic,
process-oriented acceptance of institutional change as exciting, rather than threatening, as
collaborative instead of coercive, and as an interrelated group of concurrent processes
lends a new flavor to our perception of and responses to institutional change.
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Fullan (1994) notes that “Neither top-down nor bottom-up strategies for educational
reform work. What is required is a more sophisticated blend of the two” (page 1). His
paper examines the problem in three ways. First, he presents the proposition that neither
centralized nor decentralized change strategies work. Second, he presents the case that
a blend of the two strategies is essential. Finally, he considers two levels of the problem
— school-district and district-state — to illustrate how simultaneous centralizeddecentralized forces can be combined for more effective results. “Thus, centralized and
decentralized are relative terms that can be applied at any two adjacent levels of
hierarchical systems. “ Small and large scale studies ranging from "voluntary" to
"mandatory" top-down strategies have consistently demonstrated that local
implementation fails in the vast majority of cases (page 2). Within this paradigm, it may be
possible to appreciate the complexities of change presented by Massachusetts legislators
to the teacher education establishment as schools and programs within higher education
attempt to implement the 1993 Education Reform Act.
One of the more compelling tenets of the1993 Education Reform Act for teacher
education programs is the dictate that each of the teachers to be certified after its effective
date must have a background, the equivalent of a major, in the liberal arts and sciences.
The occasionally heated discussions of this prescription remind us how difficult change
can be in the academic arena.
New definitions for the certification of teachers and introduction of the five year renewal
of all certificates are key aspects of both the Education Reform Act of 1993 and the
resultant, generally consonant regulations for the certification of educational personnel
effective October 1, 1994. The Provisional Certificate sets the base for the other two more
advanced certifications, requiring “a bachelor’s degree in the arts and sciences appropriate
to the instructional field, passage of a two-part test (date and location of first examination

36

not yet determine(d) including communications and literacy skills and appropriate subject
matter knowledge. The candidate must also present evidence of sound moral character”
(Executive Summary, page i, April 1995 publication).
Emphasizing the relationships among disciplines, the Education Reform Act
encourages and promotes interdisciplinary study, connections between disciplines and
collaborative consideration of the interrelated knowledge of academic disciplines. Boyer,
(1990) devotes a nice bit of attention to what the writers of the late nineteenth century had
referred to as the correlation of studies. In proposing his scholarship of integration, he
underscored the “need for scholars who give meaning to isolated facts, putting them in
perspective” (p.18). By integration, Boyer refers to the making of connections across the
disciplines, placing the specialties in larger context.
Boyer refers to such work as “increasingly important as traditional disciplinary
categories prove confining, forcing new topologies of knowledge” (p. 19). Quoting Clifford
Geertz, an anthropologist at Princeton, Boyer refers to these shifts as a "... refiguration,...
a phenomenon general and distinctive enough to suggest that what we are seeing is not
just another redrawing of the cultural map... but an alteration of the principles of mapping.
Something is happening”... he says, “to the way we think about what we think” (p.20).
Scholarly trends toward interdisciplinary, interpretive, integrative modes of thought are
presented as evidence of an intellectual “sea change” apparent as the academy gives
increased attention to the scholarship of integration.
Promoting a restructuring of the secondary curriculum, the U.S. Department of
Education seems to share the conviction that the trends of education across the span of
the institutions which promote learning include an emphasis on interdisciplinary learning.
“Increasing depth often requires an interdisciplinary approach; integrated curriculum often
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complements reforms that aim to provide students with deeper understanding of complex
ideas and related information.” (U.S. Department of Education, 1995, p.6).
A comprehensive statewide initiative to develop and integrate the Massachusetts
curriculum frameworks and professional development began system-based study groups
and the summer institutes of the 1990’s. Characterized by intensive training for curriculum
specialists, distribution of resource guides, seminars, workshops, inservice events, grants
to districts and other activities, the goal of these summer institutes and collaborative study
groups was to prepare more than 60,000 Massachusetts teachers in the use of the
curriculum frameworks.
In the summer of 1995, four of the nine state colleges and several of the University
campuses hosted courses, workshops, and teacher’s institutes focused on the curriculum
frameworks and on the integration of disciplines within secondary methodology.
Supported by PALMS grants and Goals 2000 dollars, these professional development
programs serve the recommended focus and promote the best aspects of the Education
Reform Act while remaining strongly allied to the emphases on the “integration of studies”
held in 1895. The correlation of studies of the last century has emerged in new forms as
interdisciplinary programming in the 1990’s, joining math, science and technology in a triad
of disciplines demonstrating curricular integration.
To date, little has been written of the actual processes and effects of implementing
these initiatives within the teacher preparation programs of Massachusetts. As the data
and the literature describing these changes emerge, colleges and universities will become
better prepared to incorporate these new learnings into institutional practice.
In 1998, as Massachusetts strives toward an improvement in the quality of graduates
from the K-12 system and a higher standard for the training of new teachers, schools,
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colleges and departments of education face significant challenges. Linda DarlingHammond (1996) noted the intentional mission of educational reform initiatives...
The attempts across the country are still embryonic and scattered rather
than systemic, but the possibilities for rethinking teacher preparation and
revamping how schools structure teacher time and responsibilities are
probably greater now than they have ever been. Although current efforts
are impressive, it is important to realize that American education has been
down this path before. The criticisms of current educational reformers...
are virtually identical to those of progressive educators at the turn of the
century... (p. 1).
Asserting that, in the decade since a nation at risk responded to scathing criticism, a
quiet revolution in teaching has been under way, Darling-Hammond (1996) affirms the
hopeful proponents of the most recent rounds of educational reform in the nation.
Massachusetts, like most states, has launched efforts to reform schools as a direct
response to the public’s perception of unsatisfactory outcomes in public education. From
the 1988 JTTP through the 1993 Education Reform Act, Massachusetts state legislation
has followed public perception in mandating change in public schooling. These efforts and
mandates lead toward reform of a system judged inadequate.
The current Massachusetts movement illustrates a significant change in the recent
history of education policy in the past decade. Prior to 1983, Koprowicz (1993) notes,
state legislatures “merely helped pay for education. Education policy was hammered out
mainly by the state board of education or in local districts. A Nation at Risk helped change
the role of state legislatures by questioning the adequacy of public education” (p.36).
Taken from the best of teaching practice in 1988, the JTTP report attempted the same
description of promising practices. The 1993 Education Reform Act carries those
recommendations another optimistic step, involving the entire system in innovations and
reforms designed to systematize and re-standardize the practices of the profession.
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The Education Reform Act of 1993 “provides substantial state money for school
districts, so that all educators in the system may receive continued professional
development” (ii, Conference Committee Report, 1993). Of costs, the report states, the
commitment reached between the House, Senate and the Administration amounts “to a
total increase of 1.27 billion dollars.” Because the budget submission for fiscal year 1994
failed to provide the first year’s bill for $360 million, some implementation issues will not be
immediately addressed. This lack of investment seems a function of the factory model
approach to schooling adopted a century ago, which invested in “an administrative
bureaucracy to design, monitor, and inspect teaching, rather than in the knowledge of the
people doing the work” (Darling-Hammond, 1996).
Massachusetts education enters this phase weakened by a lack of funding for the full
reform enterprise. The resources of the colleges are stretched by entitlement programs
and by dwindling enrollments, the coffers of the commonwealth reallocated to other
projects under the Commonwealth’s administration. As we acknowledge the disparities of
the fiscal and political contexts of educational reform, we can also acknowledge the
opportunity to improve and strengthen the schools.
In stark contrast to the scholarly and supportive tone of the 1890s legislators, the 1996
Discussion Draft of a “Program Approval Background Paper” introducing the redesign of
program approval in Massachusetts speaks in metaphors of controlled force. Praising the
regulations for “achieving compliance”, the writer’s vision for the new system of program
approval "... will provide powerful leverage to educator preparation programs to in
corporate the standards of educational reform... into their curricula and field experiences”
(p. 1). The “Accountability” section of this paper begins, “The new accreditation system
will use the power of program approval to hold preparation programs to high levels of
performance against all the standards...” (p.3) The “Support” section of this paper asserts
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that the state “will continue to support educator preparation programs by a variety of
means.” The list which follows this assertion is short, the means only as various as “the
Massachusetts Consortium for Initial Teacher Development and the Goals 2000 grants”
and “continuing staff outreach to preparation programs and training for volunteer approval
teams.” “The Department is also developing an informational network...”, the meager
paragraph concludes (p.5).
“What Matters Most: Teaching for America’s Future”, the 1996 Report of the National
Commission on Teaching and America’s Future, is dedicated to America’s teachers: past,
present, and future. This commission proposed “an audacious goal for America’s future”,
that of providing every student, within a decade, “access to competent, caring qualified
teachers in schools organized for success” (p.4). Among the barriers to reaching the
audacious goal the report cites “low expectations for student performance, un-enforced
standards for teachers, major flaws in teacher preparation and painfully slipshod teacher
recruitment, ...[and] ...inadequate induction for beginning teachers” (p.7). The last
sentence of the summary refers back to the positive models of recent reform response
(higher standards for licensing teachers and accrediting education schools and a National
Board for Professional Teaching Standards) in its affirmation that “All these endeavors...
form the foundations of this crusade.”
Context for the education reforms of this decade is a critical element of reform’s
potential success. The big stick and powerful lever of accrediting programs in the state are
unlikely metaphors to inspire renewal, or even reform’s required energy -- the pull of this
crusade’s vision is unlikely to compensate for the drag of underfunded mandates.

The teacher education professoriate
Cremin remarked in his preface to Borrowman’s 1962 documentary history that “...as a
society makes up its mind about the education of its teachers, it is really undertaking to
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define its own future” (p. vii). Teacher educators are now forced, paradoxically because of
the “richness” of their resources, to take a hard look at themselves. Making the teacher
the focus of teacher training and reassessing the priorities of knowledge are aspects of the
same phenomena, Cremin asserts.
A growing body of research describing and discussing teacher educators informs this
study. The future and the history of the teacher education professoriate are entwined as
teacher educators engage in a process of re-identification as they accommodate or
respond to systemic changes in the educational mission.
Ducharme and Ducharme(1996) review the history of teacher education faculty,
summarizing the extant teacher education faculty literature, describing current conditions
and placing teacher education faculty in the context of the 1980s and 1990s reform waves.
Mentioning early in their chapter the “meager attention to the serious study of
education faculty as a whole” (p.691), Ducharme and Ducharme note the apparent
reluctance of scholars to date to devote their focus to consideration of the teacher
education faculty. Citing Lanier and Little (1986), the authors contend that teachers of
teachers are consistently overlooked in studies of teacher educators. “Little is known
about... the higher education faculty responsible for teacher preparation. Reasons include
the lack of a definition and consequent difficulty in identifying the population...” (p. 692).
The teacher education faculty deserves more serious scholarly inquiry. Opinions of
scholars are occasionally contradictory, with Wisniewski and Ducharme (1989) contending
that the education professoriate is historically and legally secure and Mackay (1989) noting
that “the ed school has been treated like Cinderella - tolerated by her academic sisters
only for the work she performs” (p.692). Over time, critics of teacher education have
outnumbered champions of this professoriate as the education professoriate has
outnumbered teacher educators. According to Ducharme and Ducharme, the intense
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education reform agenda is a powerful reason for studying the teacher education
professoriate. As a direct result of this period of close attention to American public
education, educational reformers are “finally making the connection between teacher
preparation and what occurs in schools" (p. 693).
Tracking the teacher educator through the history of normal schools and teachers’
colleges of this century, Borrowman, Urban and Goodlad are mentioned as the most
compelling of the writers about the education professoriate. Throughout the history of the
teacher training institutions, however, little is mentioned of those who have direct
responsibility for teacher education. Much is available which describes the programs and
the initiatives surrounding teacher education, but the professoriate is poorly identified and
seldom specifically mentioned in the literature.
Howey and Zimpher (1990) review some of the studies of teacher educators and
several magazines and journals, including Phi Delta Kappan and the Journal of Teacher
Education have published articles or sections of articles on teacher educators.
For the purposes of this study and for this literature review, we shall determine the
definition of teacher educator offered by Ducharme, who described them as “those who
hold tenure-line positions in higher education, teach beginning and advanced students in
teacher education and conduct research or engage in scholarly studies germane to
teacher education” (Ducharme, 1993, p.6). Most teacher education faculty have
experience teaching in the public schools. Ducharme (1993) identifies the reasons those
teachers gave for leaving elementary and secondary teaching as “isolation, low autonomy,
poor intellectual climate, fear of becoming boring to students, and lack of personal time”
(p. 52).
Class origin is cited by a number of scholars as an area of significance for the teacher
education faculty. Like the ranks of K-12 teachers from which they have emerged, many
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teacher educators come from working class backgrounds, a point of view with which
several researchers cited by Ducharme and Agne (1989) concur. As a corollary to that
assertion, Lanier and Little (1986) noted that"... Evidence suggests that the typical
lineage of teacher educators has not prepared them to appreciate the traditional values of
higher education” (p.533).
Noting low scholarly productivity for the teacher education professoriate, Ducharme
(1986) and Lanier and Little (1986) consider that teacher educators, former classroom
teachers, may find it difficult to change “the ingrained habits of the earlier workplace ... in
order to meet the .. scholarly standards of higher education" (Ducharme and Ducharme,
1996, p.704).
Many reformers see teacher education programs and faculty as potential partners in
the improvement of schools. Reform reports of the 1980s acknowledge “ the critical role
that teachers play in students success and make a variety of recommendations to recruit,
educate, and support the best teachers possible” (p.706). Ducharme and Ducharme
state in their chapter’s conclusion that “Teacher education will be at the center of critics’
attention for some time to come. Its challenges are considerable, its resources are slim,
but its will is large. The tale implicit in our chapter is one of dedication and perseverance;
both are requisite for the future” (p. 709).
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CHAPTER 3
METHODOLOGY
This section addresses the format of the study, discussing the qualitative methods
proposed for conducting the study in four sections: (a) researcher profile, (b) the
participants, settings, individuals and other sources of data selected for the study, (c)
methods and modes of data collection, and (d) data analysis intentions (schema adapted
from Maxwell, p. 65).
Researcher Profile
Primary among the significant factors contributing to the study’s focus on the
secondary teacher educator is an extended period of administrative concern with the
secondary programs at a Massachusetts state college. In multiple roles from graduate
assistant (1986) to assistant to the college certification officer, this researcher mused on
the teacher preparation process while compiling certification packets for the approval of
Gertrude in Quincy. Now, colleagues use similar checklists to assemble approvals for
Margaret in Malden.
Advising in postbaccalaureate, graduate and then undergraduate programs has led
me in the company of nontraditional students and teacher educators to a real interest in
secondary teachers, secondary programs and the schools in which secondary teachers
learn their craft. Program comparisons completed as part of my administrative work as
Massachusetts entered the implementation phase of the JTTP and later the Education
Reform Act further sharpened my interest in the “how” of this job of preparing teachers for
the Commonwealth’s secondary classrooms.
In the context of the pilot work for this dissertation, each of the participants was known
to me before the study, an important common factor. In the course of those pilot
interviews, I came to know each participant in unanticipated and deeply appreciated ways,
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and my respect for their willingness to share and for their innate professionalism grew
throughout the study. I note the familiarity here to acknowledge my high initial comfort
level with the method and with those participants. The level of warm affect in the
experience to date both strengthened and encouraged my motivation to continue research
in the same qualitative focus. The work of this study has necessarily been informed by
that already completed, and the researcher acknowledge the bias of positive anticipation
inherent in the established relationships with which the interviews began. That familiarity
and its resultant positive bias present important cautions for data analysis and reflections
on the material and the experience of my dissertation participants, cautions of which I
have remained intentionally mindful. Though these participants were initially unfamiliar,
the process of the research has sustained a positive regard through even the occasional
negative interaction expected in this study’s differently focused interviews.
As an administrator, my experiences have ranged toward positive. I began a tenth
year as a state college administrator with this dissertation, years which have provided
some experience with the hierarchy and across the rank and file of the state college
system. My faculty (adjunct) and administrative perspectives on the work of educating
teachers allow me active participation in discussions of educational reform and teacher
preparation. As an observer, I am afforded, even mandated, a different and less
judgmental role. Openness is not a hallmark of my personal development, though it is one
of my goals. This research experience offers another chance to develop in those
connective roles.
Eight years of teaching a methodology pre-practicum class in the postbaccalaureate
certification program provided the primary joy of my academic professional life. However
strong the identity of administrator, I self-identify as a teacher educator. For years, my
role of adjunct faculty member focused, even generated, my energy each week.
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My social identities and group memberships have grown so familiar in their decades of
stability that I tend to discount their impact in the research endeavor. Mid-life, mid-career,
middle class, female - in another set of situations, my Celtic/Canadian, Western European
mix of sixth-generation Americanism, wrapped in a public school-educated Caucasian
phenotype of undistinguished aspect, might prove a distancing factor. In this study’s
circles of experience, neither my age or gender, racial or socioeconomic background
present any significant dissonance with the study participants’ backgrounds or from their
institutional norms. Attitudes of mine long grown familiar have brought occasions for selfcorrecting against reactivity and display of emotion during the interviews. I tolerate bias
and small-mindedness poorly, and I am still unlearning a time-strong habit of responding
with sarcasm and anger to attitudes of superiority or exclusiveness.
Membership in national organizations (ASCD, ACHE, NUCEA, NETAA, NCTE,
CAEL), state-based memberships (APA, NEA, MSCA and MWPHE), campus committees
(SIS Implementation Team, Graduate Council, Retention Advisory Group, the Teacher
Education Council, Academic Probation and Retention Committee), and community and
personal memberships (Amnesty International, The Nature Conservancy, Audubon
Society, Suffield Education Association, MADD) have served to focus my attention on
socially-responsible, nurturing affiliations in ways helpful to completing this research.
Throughout this experience with interviewing research, it has been clear I need to
“systematically seek out” my own “subjectivity, not retrospectively when the data have
been collected and the analysis is complete, but while... research is actively in progress"
(Peshkin, 1988, p.17). The processes of self-reflection focus on those subjective strata
which inform my judgments.
Consideration of the research relationship is a central question in this qualitative
research design. Prior experience with qualitative interviewing informed the initial
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methodology decisions for this study. This study’s interviews have taught the researcher
that negotiating a research relationship is not an a priori activity - it is a constant process
in the interviewing experience.
Earlier experience with the methodology of in-depth phenomenological interviewing
informed decisions about the methodology of the proposed study. Maxwell (1996, p.81
and 84) suggests a schema for examining the question of researcher relationships which
proved helpful in considering the effects of the researcher on the experience of
interviewing. Examination of the kind of relationships the researcher establishes with the
people in the study and thinking through the consequences these have encourages a
helpful perspective on these researcher-participant relationships. A priori reflection on
how the people I have interacted with in this research perceive the researcher and the
study was essential to understand the participants’ responses. The result of these
reflections has been the establishment of a researcher persona and method which, by
intentional consistency, has minimized the effect of personal responses and refocused the
interactions on the research objectives.
Initial Focus and Purpose of the Study
This study tries to catch some of the truth in the experience of secondary teachers
educators in the academic context of reform implementation. The Massachusetts
Education Reform Act of 1993 served as the focus for a series of interviews which provide
data to illustrate the experiences of teacher educators. These interviews serve as the
primary data source for a discussion of secondary teacher education in Massachusetts
today -- the background, the present realities, and the meaning-making inherent in the
complex enterprise of secondary teacher education. With this lens, the study focuses on
secondary teacher education within the context of these reforms.
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Over the past several years, working with preservice and inservice secondary teachers
has provided me with great pleasure and has engendered a considerable curiosity about
the notions which underlie the preparation of teachers for the classrooms of the
Commonwealth. Those who have taught teachers over the past couple of decades have
had significant influence on their students - and, in turn, on the classrooms in which their
students teach. The Massachusetts Education Reform Act of 1993 has proposed
systemic change for the entire education system. As the programs and practices of
secondary teacher education accommodate the legislation’s mandates and intentions, it
seems important to understand from the point of view of those who participate just what
that experience means. The stories and experiences of those who teach the teachers of
tomorrow's writers, readers, plumbers and police are valuable sources for acquiring and
internalizing an understanding of what the experience of educating secondary teachers
has been and is in the specific context of statewide education reform. Continued attempts
to participate -- fully and thoughtfully -- in the preparation and induction of tomorrow's
teachers rely on understanding how teacher educators think about and respond to
implementing the Education Reform Act.
Participants
Miles and Huberman (1984) ask, “Knowing, then, that one cannot study everyone
everywhere doing everything even within a single case, how does one limit the parameters
of a study?” (p.36). A decision to limit the current study to secondary teacher educators
practicing in teacher preparation programs in the public colleges of Massachusetts seems
to provide a significant set of people, settings, events and processes to explore in this
dissertation.
Public secondary teacher educators were purposefully sampled (Patton, 1990, p169ff).
Maxwell (1996) discusses four possible goals for purposeful sampling. The first is
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achieving representativeness or typicality of the settings, individuals, or activities selected.
The small sample for the study has been systematically selected for typicality and relative
homogeneity in terms of job description and provides the researcher with confidence that
conclusions adequately represent the average members of the population (p. 71).
Maxwell’s second goal states that purposeful sampling can achieve an effect the
opposite of the first - to adequately capture the heterogeneity in the population. The
purpose here is to ensure that the conclusions adequately represent the entire range of
variation, rather than only the typical members or some subset of this range; Guba and
Lincoln (1989) refer to this as maximum variation sampling (72). In order to select as
broad a range as possible from within the set of public secondary teacher educators,
participants were chosen to maximize the breadth of the sample within the defined
population’s range.
The third possible goal is to select a sample to deliberately examine cases critical of
the theories with which you began your study. Extreme cases often provide a crucial test
of these theories and can illuminate what is going on in a way that representative cases
cannot. In this study, extreme cases were not deliberately sought, but did present
themselves as part of the range anticipated in respondents. A fourth goal in purposeful
sampling can be to establish particular comparisons to illuminate the reasons for
differences between settings or individuals. Though comparison was not an intentional
goal of this sample, those which did arise have enriched the discussion.
Teacher educators were chosen from across the range of Massachusetts public
teacher training institutions to accommodate Maxwell’s second goal of heterogeneity,
while staying within the range of manageable numbers and supplying sufficient diversity to
validate the sample (Maxwell, 1996).
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This study was designed to explore the responses of public secondary teacher
educators to implementing the Massachusetts Education Reform Act of 1993 and has
elicited participants' views of the Commonwealth's legislative initiatives affecting teacher
preparation, certification, and the work of the secondary teacher educator in the context of
educational reform.
Participants were chosen from the pool of secondary teacher educators at
Massachusetts state colleges (Bridgewater, Fitchburg, Framingham, North Adams
(Massachusetts College of Liberal Arts), Salem, and Worcester). Excluded from the study
is Westfield State College, which does have a strong secondary program, but with which
the researcher has an intimate history and a daily presence which would inhibit the
development of objective research relationships. Also excluded are Massachusetts
Maritime Academy, which claims no secondary certification program and Massachusetts
College of Art, whose specialty (visual arts) certification program is unlike the other
colleges’ multi-disciplinary secondary set of certification programs.
The participant selection process included several steps. Early in the writing process,
a request for information was sent to Continuing Education Deans and Directors at seven
state college and to the certification officer or institutional research officer at the four
university sites (text for this message is included as appendix). On the same day as the email was sent, the same message was formatted as a letter and sent by surface mail with
a stamped return envelope and a response form (see appendix). One week after e-mail
and mail, I placed a telephone call to each institutional representative to thank them for
participation and/or to gain a referral to another on their campus for my queries.
The response lags during data collection for the participant pool (a week or so from a
mailing to a follow-up call) were used to field-test interview questions and complete a
format for a participant data sheet. On definition of the pool, one participant, chosen as a
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person unknown to the researcher, served as a pilot participant. On completion of the
data collection and process tracking cycle with this participant, and after obtaining
committee approval to proceed, the process of data collection continued and data analysis
began its constant accompanying cycle.
Participants were be contacted to invite their participation in the study. An introductory
letter (see appendix) sent to both home and school addresses, when available, introduced
the researcher and the project. An enclosed self-addressed reply envelope confirmed
participants’ receipt of the letter. Absence of a reply served to key a one-week follow-up
phone call. Study participants self-defined by returning the query letter, returning the
follow-up call, or agreeing to a telephone conversation to discuss the project, and by
signing the consent form (see appendix) prior to the first interview. From the table of
responses to these information requests, the potential participants matrix was detailed and
initial choices to identify the pool of participants were made to establish an interview
population of maximum breadth and heterogeneity.
Methods and modes of data collection
A strong motivation for the methodology choices for this study stems from the dual
notions of phenomenology and immediate, personal storytelling as a valid information
source. Through this in-depth interviewing method -- immediate, personal and focused in,
of and by the moment -- it may be possible to acquire clearer notions of some institutional
truths which underlie teacher education. Throughout research attempts with in-depth
interviewing, I have tried to remember the temporal nature of knowledge, to value the
experience of interviewing for what it offers, and to appreciate the gifts of the moment
offered so freely by the narrators whose words have been offered to my purposes.
The primary data source for the proposed study is taped and transcribed interviews
completed within a modified in-depth interviewing format. Two one-hour interviews were
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held with each participant at a mutually convenient site, with a telephone follow-up when
needed approximately one week after completion of the second interview. The
modification represented by these two one-hour interviews as the process base
represents a change from the methods formerly employed with in-depth interviewing.
The methodology model used for previous interviewing research included a series of
three ninety-minute interviews spaced three days to one week apart with each participant,
each tape fully transcribed and each interview dominated by one open-ended question
(Seidman, 1991). The modified format for this study presents a series of focusing
questions to retain an interview focus on the Education Reform Act and its influence on the
work and culture of secondary teacher education. The shift to two interviews from the
previously-employed three has reduced the amount of rich but less-focused data derived
from the former interview sets and seemed increase access to participants less intimidated
by the notion of two conversations of an hour in duration than those approached in the
past have occasionally been by three ninety-minute conversations. Less data lingers
unused with the proposed format than was the case with the prior model, since the focus
for this study has been purposefully centered on implementation issues.
Interviews were transcribed verbatim and transcripts were offered to each participant,
both as a courtesy and as a means of establishing member-checking. In past experience
with interviewing, as well as in this present experience, I have found that the transcript is
accepted as a tangible gift and appreciated as a record of the conversation in which so
much energy has been invested. The two one-hour interviews followed a modified
structured interview process. The first interview focused on early teaching experience,
the participant’s transition to higher education and the participant’s understanding of the
Education Reform Act of 93; the second focuses on participant’s experience with
supervision, public schools, the participant’s relationships with arts and sciences faculty,
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and program design experience to elicit the impact on the participant’s work of the
Education Reform Act. (Please see interview guides, included in appendix.)
Data analysis
Decisions about data analysis... Knowing what I know about my own work habits,
abilities and resources, data analysis began immediately and was intended to continue
constantly throughout the research process. Maxwell confirms that analysis/process
decision, saying that “The possible risks of beginning analysis immediately are far
outweighed by the advantages of being able to progressively focus your interviews and
gain what Glaser (1978) calls theoretical sensitivity' (1996, p.77).
Data analysis began directly following the first interview, as the researcher listened to
the interview tapes, transcribed the interview tapes, and added researcher notes. The
second wave of analysis began with categorizing the transcripts (marking segments and
topics on transcripts while listening to tapes), and continued through an analysis of the
categories and contexts to prepare discussion points and contextualize participants’
responses.
Version 5 of the Ethnograph software was employed to re-organize the data for
analysis and presentation. Further refinement of the data preparation and analysis
process followed the researcher’s acquisition of and familiarity with the software tool.
Identification of themes and topics for a cross-case analysis was a primary goal of this
data analysis process.
Validity checks
Maxwell uses “validity” in his work to “refer to the correctness or credibility of a
description , conclusion, explanation, interpretation, or other sort of account” (p. 87).
Later, he notes that objective truth isn’t essential to a theory of validity that does what most
researchers want it to do, which is to give them some grounds for distinguishing accounts
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that are credible from those that are not. Validity, as a component of research design,
consists of the strategies used to rule out threats to the credibility of your findings. Threats
to validity are therefore defined as ways in which one might be wrong.
According to Maxwell, each of the three kinds of understanding (description,
interpretation and theory) has distinct threats to its validity. Description is threatened by
inaccuracy or incompleteness of the data. Audio recording and verbatim transcription
have largely solved this problem.
The main threat to valid interpretation is imposing one’s own framework or meaning,
rather than understanding the perspectives of the people studied and the meanings they
attach to their words and actions. The consistent inclusion of a peer debriefer and a
sincere effort to use member-checking consistently have helped diminish a propensity to
assume that participants attach meanings similar to my own to the frameworks and
language they use in responses.
The most serious (p. 90) threats to the theoretical validity of an account are not
collecting or paying attention to discrepant data, and not considering alternative
explanations or understandings of the phenomena being studied. Triangulation of
responses from one participant to another and a conscious choice to include a wide range
of responses which purposefully included discrepant data has minimized the threats to
theoretical validity in the study.
Two specific validity threat discussed by both Maxwell (1996) and Peshkin (1988) are
bias and reactivity (p. 90), both named as important threats to the validity of qualitative
conclusions. Bias and reactivity are reflected in the researcher’s selection of data that fit
her existing theory or preconceptions and the selection of data that “stand out” to the
researcher. For interviews, the proposed method for primary data collection in this study,
reactivity is a powerful and inescapable influence; what the informant says is always a
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function of the interviewer and the interview situation. What is important for the researcher
is to understand how she is influencing what the informant says, and how this affects the
validity of the inferences she can draw from the interview.
Maxwell’s text proposes several validity checks to guard against the intervention of
bias into the study. Interviewing studies are a very human business which calls for as
clear a view of potential bias as such a human endeavor can manage. By maintaining a
consistent methodology and a clear researcher persona, I have approached the interview
experience with as constant an approach as the vagaries of human nature can provide.
Purposefully searching for discrepant evidence and negative cases minimized the
likelihood of ignoring such data when it emerged in an interview. Triangulation between
cases and ongoing data analysis throughout the process established the ranges of
responses. Member checks provided by the sharing of transcripts and follow-up
telephone conversation provided a hedge against researcher interpretation of participant
data. As discussed previously, the addition of a peer debriefer to the validity checks has
provided some defense against bias and reactivity.
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CHAPTER 4
PRESENTATION OF DATA

This chapter presents and discusses the data collected in loosely structured interviews
with secondary teacher educators at six public colleges in Massachusetts. The questions
used to frame each of the two one-hour interviews with each participant appear as
Appendices. The interview series was completed during one academic year, the interview
tapes transcribed following the interviews, and analysis of the data was conducted
continuously. (See Event Chronology and Event Timeline, included as appendices.)
The major sections of this chapter are presented in the following sequence: The
Participant Pool; Participant Profiles; Emergent Themes of Collaboration, Communication,
and Accountability. Topics illustrating themes - Testing; Curriculum Frameworks;
accreditation and certification, recertification and professional development; participants’
perceptions of the Massachusetts Education Reform Act of 1993; and program changes
resultant from the legislation — are discussed within the theme sections.

The final

section of the chapter discusses the context of implementation, focusing on teacher
educators’ perceptions of status and relationships within and outside the academy.
The Participant Pool
Participants in the study included twelve secondary teacher educators representing six
of the nine state colleges in Massachusetts: Bridgewater, Fitchburg, Framingham,
Massachusetts College of Liberal Arts (the college formerly known as North Adams),
Salem State College and Worcester State College. Excluded from the study pool were
Massachusetts Maritime Academy (which has no secondary certification programs),
Massachusetts College of Art (a specialty certification program), and Westfield State
College, (the researcher’s home institution).
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Initial inquiries posed to institutional representatives identified the group invited to
participate in the study. Conversations with participants regarding the size and structure
of their departments elicited and confirmed the size and diversity of the potential
participant pool. The potential participant pool included all tenured or tenure track faculty
members of the six state colleges for whom secondary teacher education responsibilities
comprise more than half of their teaching load. The potential participant pool numbered
twenty-seven. Of the ethnicity of the twenty-seven potential participants, twenty-four were
white (88.8%), two were African-American (7.4%) and one was Asian (3.7%). Of their
gender, nineteen were male (70.4%), eight were female (29.6%). Twenty (74.1%) were
tenured; seven (25.9%) were not yet tenured.
Diversifying factors: Career stage, gender, ethnicity
Purposefully chosen for diversity, the participant pool reflected the population of
secondary teacher educators currently implementing the Education Reform Act of 1993 in
Massachusetts state colleges (See Table 1). The participants were predominantly
experienced educators with K-12 classroom experience ranging from less than one to
more than twenty years. Within the group, teacher education experience ranged from two
to twenty years, and participants generally counted more than one cycle of major
education reform in their personal history. Of the twelve participants, nine were men
(75%), three were women (25%). Ten participants were European-American (83.4%), one
was African-American (8.3%) and one was Asian-American (8.3%). Compared to the total
pool of twenty-seven secondary teacher education faculty members, these proportions of
gender, ethnicity and career stage reflect of the proportions in the total potential participant
pool.
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Table 1: Diversifying Factors: gender, ethnicity, tenure
Gender
Group

Ethnicity

Tenure

M

F

Eur-Am

Afr-Am

Asian

Yes

No

70.4%

29.6%

88.8%

7.4%

3.7%

74.1%

25.9%

66.6%

33.3%

83.4%

8.3%

8.3%

75%

25%

Potential Pool
(27)
Participant Pool
(12)

Representation across schools
Participants from each of the six Massachusetts state colleges named above were
included within this study. One school represented presented only one voice - at least
two participants were included from each of the other five colleges. Identified or
introduced to the researcher by an institutional representative, each of the participants was
a willing volunteer in the study and completed the interview sequence at a mutually
convenient time on their respective campuses. The diversity presented by the
representative pool satisfies the intentions and the wishes of this researcher to provide a
range of responses and reactions by public secondary teacher educators. Presenting
participants from state colleges across the Commonwealth, regional biases are not
avoided, but rather included with purpose to provide depth in the data pool.
An unanticipated facet of the data describing the participant pool emerged in
comparison of the graduate schools granting doctoral degrees for each of the participants.
The strong representation of private colleges and universities among the backgrounds of
study participants presented a small surprise to a researcher expecting to find public
universities dominant among the teacher educators’ preparing institutions. The University
of Massachusetts was strongly represented among the twelve participants, with two
doctoral graduates from the Amherst campus and one from the Lowell campus. Only two
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other public universities appear in the table - the University of Texas and the University of
Michigan. The seven remaining schools granting the participants’ doctoral degrees are all
private institutions and include Clark, Yale, Columbia Teachers College, Cornell, Nova
Southeast and Brown.
Tenure comparison
Of the participant pool, eight were tenured, four not yet tenured. Of the total potential
participant pool, tenure was held by a larger majority, with twenty tenured and seven not
yet tenured. The 1998 Massachusetts Legislature will consider a Board of Higher
Education proposal which extends a no-raise compensation package for state college
faculty and which recommends that tenure not be offered to faculty hired after July 30,
1998. Tenure and job security were raised as considerations by most of the participant
pool. This focus was quite likely a direct result of faculty awareness of the tenure debate
in the Legislature and in the MSCA (Massachusetts State College Association, the union
of faculty and librarians at Massachusetts state colleges) contract currently mired in
unproductive bargaining.
Comparative program and organizational structures
Among the six colleges in the study, organizational and administrative structures
differed significantly in their assignments of responsibility for teacher education programs.
The program base for secondary teacher education programs was located in the
Education Department for three of the colleges, in Arts and Sciences for the other three.
All of the teacher education programs at the Provisional with Advanced Standing level
were fashioned to meet the same criteria for program approval. This common framework
for program design led to an anticipated consonance across the colleges in terms of the
coursework and sequence of the professional courses.
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The organizational structure under which the secondary programs were administered
defined the extent to which the arts and sciences faculty were involved with administration
and implementation of certification programs in their own field of expertise. Those
colleges that house the responsibility for teacher education programs in Education
Departments showed that Education faculty involved in teacher education affiliate least
closely with the faculty in the Arts and Sciences departments. In the Education-based
programs, practicum supervision was performed solely by Education department
personnel.
Those colleges in which Arts and Sciences faculties hold responsibility for teacher
preparation in their certificate area allowed or require Arts and Sciences faculty to
supervise and grade their own certificate candidates’ practicum experiences. At these
colleges, departmental coordinators met and interacted often to discuss teacher
preparation issues, working collaboratively within formal or informal structures toward
coherence in teacher education programs and practices.

Participant Profiles
• Participant 1
His response to my invitation included his signed participant consent form, and a postit note inscribed with, “Sounds like important research. Talk to you soon.” Directions to his
office were sketchy. One of the tasks with which this professor’s students and guests are
presented is the task of finding his office in the warren of small spaces tucked behind the
library stacks. Our interviews were held in a small cubicle-room with the boon of a tall,
narrow window that bathes this space in natural light. Both his screen-saver and a sign on
his cubicle’s overhead cabinet read: “They will not care how much you know until they
know how much you care.”
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Participant 1 claims Bridgeport, Connecticut as his home town and acquired his first
teacher education experience in the Peace Corps in the West Indies. He taught Grades
5-8 in the morning at a model school, then conducted teacher education classes in the
afternoon with aspiring teachers who already possessed high school equivalency. He
returned to Bridgeport from 1969-1972, teaching in a “brand new middle school designed
at a court order to eliminate segregation.” Though he termed the school “a dismal failure,"
his experience there provided positive outcomes. He and three other new teachers
formed a team, “an island of one hundred kids and four teachers that worked very
effectively.” After three years, the team disbanded, “burned out” from the experience.
Participant 1 went to teach in Department of Defense schools, first in Okinawa, Japan,
then for five more years near Frankfurt, Germany.
Officially a teacher educator since 1980, he began his higher education career
teaching in the college’s demonstration school as a model teacher. He has served as
Director of the Reading Center and as president of the local MSCA (Massachusetts
Schools and Colleges Association, the state college faculty union) chapter. He has served
his college as secondary teacher education faculty, middle school program director and as
a PALMS (Partnership for the Advancement of Learning in Math and Science) and NSF
(National Science Foundation) grant coordinator. He has done “scores of workshops,"
collaborating and consulting on Massachusetts Education Reform-based projects and
initiatives. He has directed the Curriculum Leadership Center that he created at his
college, its curriculum recently focused on workshops for administrators. He works with
mentoring and leadership programs and perspectives to further the intentions of the
legislation, both in his faculty and in his private consultant roles. The middle school
program that he designed with a task force three years ago was commended as well as
approved by NCATE (National Council for Accreditation of Teacher Education). This
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program has grown from a complement of twenty to roughly one hundred thirty-five
students in less than eighteen months. This state college’s teacher education program is
“the biggest in New England, the fifth largest east of the Mississippi.”

• Participant 2
Participant 2 received a bachelor’s degree in Psychology from the University of
Connecticut, though he had started his studies there in pre-med. By his own estimate, he
played nine thousand hours of touch football as an undergraduate and skipped every other
class.

He worked for Aetna (a very large, Hartford-based insurance company) just long

enough to become convinced that the insurance environment was not a good match for
his temperament, in spite of his apparent success in the industry. In the throes of a
teacher shortage, Southern Connecticut State University’s accelerated teacher education
program provided him with certification after a summer of education coursework and one
day of practice teaching and a Master’s Degree after completing his coursework. In his
first year of teaching sixth grade, United States President John F. Kennedy was
assassinated.

Participant 2’s doctoral work, sponsored by the federal government’s

National Defense Education Act to increase math and science education and completed at
Clark University, focused on educational measurement and guidance counseling. When
he completed his Ph.D., he had his “choice often teaching jobs without trying.”
Allowing that several of his colleagues knew more about the standards than he did, he
had been initially a little reluctant to participate in the study. In our first telephone
conversation, he stated that he did not feel he could provide “what I was looking for." This
participant spoke to his experience in clear counterpoint to his colleague’s experience,
providing an interesting contrast in perspective and in style. A large man, where
Participant 1 is compact, Participant 2 sports a white VanDyke and a shaved head. We sat
on opposite sides of the desk piled neatly but thickly with papers, his back to the large
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window, mine to the open office door. This office hall has been recently divided to allow
individual offices, but all of the office walls reach the ceiling and many of them boast
windows. He was congenial and eager to assist, visibly relaxing as the interviews proceed
- responding well to the realization that he knew the answers to each of my questions.
“Based upon impressions of the past, minimum impact” is his assessment of the
Massachusetts Education Reform Act’s legacy. He places hope in charter schools, which
might challenge the “fat monopoly” of the American public school.
• Participant 3
Our interviews took place in an unheated former dormitory, now an office building
under restorative construction during winter break. This tenure applicant for the 19981999 academic year spoke frankly and earnestly about his commitment to teaching, his
novice status as a teacher educator, and his frustration at not knowing more about what
he is expected to do. An undergraduate degree from Massachusetts Institute of
Technology and graduate degrees from Columbia and Yale in math and physics lend him
a perspective atypical of this participant pool. He brewed coffee, offered me a mug from
his shelf, and sat in his office side chair to allow me the desk to balance my tape recorder,
notebook and pen on the desk in front of his keyboard. He looks like a young Willie
Nelson and speaks in a rough grumble. He smiles often and seems to find life wryly
interesting.
He serves on the college Teacher Education Council, volunteers as one of the math
consultants for the “Dr. Math” Internet Math Homework Helpline and coaches soccer at the
recreational league level. He cares passionately and especially about good teaching. He
is thoughtful and verbal about the NCTM (National Council on Teaching Mathematics)
Standards and how he feels his students will be affected by the teacher testing. He
expressed equal concern about the MCAS (Massachusetts Comprehensive Assessment
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System, the testing of K-12 students initiated in response to the 1993 Massachusetts
Education Reform Act) testing in the K-12 system. Participant 3 is genuinely interested in
the contrasts between what he knows as practice at his college and what he is learning of
practice elsewhere, still defining for himself where the policy-practice lines are drawn. A
candidate for tenure, he was cautious in his responses, purposefully avoiding direct
criticism of his college or of its teacher education policies and practices.
• Participant 4
Participant 4 is the most junior of the participants in terms of career stage as a teacher
educator. She was thoughtful about scheduling her second interview with me at a
convenient time to coordinate with the first interview with Participant 5, her department
chair. She is also the only participant to invite the researcher to lunch. After our second
interview, we shared a pleasant hour downtown in a warm, informal coffee and sandwich
place in the steel-gray advent of a winter ice storm.
Participant 4 holds undergraduate degrees in math and elementary education and
certification in New York. She completed work for her Master’s in early childhood and
special education and, after teaching in the Marshall Islands and in New York, completed
her Ph.D. in Colorado. In her second year of teacher education, she is an idealistic and
reflective young woman, frustrated with Massachusetts’ tumble toward implementing
student and teacher testing as well as the Curriculum Frameworks. Participant 4’s
experience with K-12 public education on a broad national and international level leaves
her with an interesting perspective on the dominance of the state regulations in her
teacher education position. She believes that “we are moving to a frameworks for college
professors and teacher educators... Here’s what they are going to be tested on, so teach
it.” Her background, with Bachelor’s level work in math and in education, Master’s in
education and a Doctoral degree in education, has given her a wealth of public school
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experience in early childhood and special education roles. Parent to public school age
children and consultant to several neighboring systems for professional development and
education reform, Participant 4 approached her participation in this study from a
secondary special education faculty perspective.
• Participant 5
Our initial contacts were by letter and e-mail. Our e-mail exchanges defined the
secondary teacher educators at her school and allowed Participant 5 to review the
participant consent form and arrangements for human subjects review. Telephone
exchanges set a date for the first interview with the assistance of the department secretary
whose office adjoins hers. Department Chair of Education, her roles in support of
Education Reform are multiple. Within her department and among the Arts and Sciences
departments, she coordinates information, shares strategies and philosophies, and plans
for student achievement in the programs for certification that fall within her purview. As
campus liaison to the State Department of Education, she is responsible for disseminating
information about accreditation requirements and approval processes to her colleagues in
education and across the campus. Her teaching load includes graduate research courses
in addition to undergraduate work. She enjoys teaching the graduate population,
encouraging and appreciating the voices of standard-certified teachers on questions of
implementing educational reform.
Compared to the pool of participants, Participant 5 appears a relatively angry,
intelligent academic with a voice that is bright, sharp and well modulated. Her history with
Massachusetts and California education reform leads to a certain pessimism about the
multiple issues of implementation of education reform. Her history with public education,
however, supports a considered hope that, through adoption of a common set of
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understandings, we might improve teacher and student education to the benefit of many,
though at the cost of more than a few.
• Participant 6
Participant 6 posts on her office door a weekly updated complex monthly schedule for
the consideration of her student teachers. She travels actively throughout the eastern part
of the state, teaches a full and eclectic course load and supervises all English student
teachers, graduate or undergraduate, certifying at her college. “Supervision is a sonnet,”
she said. “Fourteen lines in iambic pentameter, but aside from those strictures, it’s
different every time.”
An undergraduate career at Bryn Mawr preceded her doctoral completion at UMass
Amherst. In the interim, Participant 6 taught English in public and private school settings,
beginning in the high school from which she had graduated. Teaching reading and
English, specializing in Old English and Arthurian legends, she is also the English
coordinator for the provisional with advanced standing and English M.A.T. (Master of Arts
in Teaching) programs at her college. Her college was one of the first to undergo re¬
accreditation under the new standards set by MERA ’93, a fact of which she seems
appreciative. Her rationale, “a number of us got our programs in order early because we
began to have the distinct feeling that those of us who got them in early would become the
template for later evaluations ... we thought that we might profit from being the model
rather than the rated.”
• Participant 7
Too committed to see me during the Fall semester of his initial invitation to participate,
Participant 7 agreed to participate during the winter “break." Possibly the longest-tenured
of all the participants, our initial contacts were by e-mail, underscoring his current
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fascination with the use of technology in the classroom and teacher education. He
appears to be a classic scholar in his field and holds his terminal degree from Teachers
College at Columbia University, a degree earned with the assistance of a government
grant supporting doctoral study.
Participant 7 coordinates the secondary group at his college, holding a joint
appointment with the Departments of Education and History. He meets monthly or more
often with his colleagues in the Arts and Sciences, informing and being informed by the
group. He teaches secondary methods, history and social studies methods and some
sections of “pure” history. He and a colleague team-teach an important pre-practicum
course in secondary methods. Well traveled and well informed about education reform, he
is currently conducting an e-mail course with a student in Italy, directing her research and
communicating frequently by using the asynchronous medium to their mutual advantage.
Utilizing the technology, accommodating the intentions of the newest wave of education
reform, he seemed clearly conversant with the intent and spirit of the law. Accustomed to
the passing pressures of educational reform in the Commonwealth, he spoke with a small
smile of his awareness of implementation issues, saying
my first reaction was, here’s another one... But this one seems to have
much more going for it than the others. Because I’m here on faculty,
whatever updates were sent out to the colleges for teacher preparation
came to our Education department here, so I was kept informed more or
less, as I’ve been kept informed more or less about the examinations that
are coming up. I say more or less because that seems to be the state of
affairs, more or less.
• Participant 8
Recommended for this study by a mutual colleague, Participant 8 was identified as
“the only scholar in the Department of Education” at his school. He carved time to
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participate in this study from a break week in a semester that held a search committee,
three campus committees, and graduate overload teaching in addition to his full-time
faculty load. Participant 8 presented himself as a warm and gracious, soft-spoken, and
articulate man in his late forties born, raised and educated through his Master’s degree in
Nigeria.
He completed his doctoral work in 1975 at Cornell University, sponsored by his
country’s government. He has since devoted his scholarly energies to working with school
reform and public education in Nigeria as well as in Massachusetts. He returns to Nigeria,
an elder with community responsibilities, during summer and often during winter breaks.
Raised and educated in an English territorial school model, Participant 8 has invested
decades in his scholarship, working to reform educational processes and systems in
Nigeria and in the United States. He has an interesting perspective on teacher education
in Massachusetts and was open about sharing the fact that the time for reflection on his
job was a welcome opportunity for him. He is hopeful about the outcomes of
implementing this Act.
I cannot say how effective, but I think that it has great potential to translate
into effectiveness. ... If teacher trainers actually ensure that they induce
those competencies required by our teachers, they will not only be effective
teachers, they will be caring, sensitive teachers, able to adjust, to be
flexible, to be quick in responding to the changes they are bound to
observe in their classes.

• Participant 9
An active participant on several campus and community groups and committees, as
well as being a tenure candidate, Participant 9 keeps a schedule which challenged
attempts to orchestrate our meetings, although the tone of our several conversations
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focused on schedules remained congenial and constructive. Secondary teacher education
coordinator, Participant 9 works in the Education Department and coordinates the
activities of the “Ed Unit”. This team unites a group of individuals affiliated with
departments across campus involved in programs preparing secondary teachers. Our
first interview took place on the day of the Graduate School Deans Symposium on
Graduate Student and Faculty Research. In the morning, Participant 9 presented,
effectively and with excellent presentation skills, a collaborative study done with secondary
school principals. We sat together in the cafeteria after lunch, skipping one session of the
afternoon presentations to complete the first interview.
The second interview was completed in the cafeteria of the South Campus building in
which Participant 10 has his classroom. He was considerate of the late hour and of the
researcher’s two and one half hour drive, thinking to bring an extra Diet Coke to our
second interview. Such evidence of thoughtfulness is characteristic of this gentle,
collaboratively oriented man.

He, also, is hopeful, convinced that the tenor and the times

are both right for positive implementation of significant reform.
...My theory would be that colleges have to change anyway if this Mass
Reform Act is gonna work... High school had to change because of
what’s happened at the junior high school and the middle school. College
has to change because the next level below them is producing a kid who
has been taught in a variety of different ways and learning styles, et cetera.
And if you don’t, you’re not going to survive. ... And I think the timing of this
is all very, very right.

• Participant 10
Participant 10 teaches the technology course required of all secondary candidates.
Our first meeting was in his computer lab classroom on the first night of a new course. We
spoke as he connected cables and redirected printers to accommodate the class list.
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Participant 10 is a member of the secondary unit housed in the School of Human
Resources. He teaches the technology course for provisional with advanced standing
programs as well as teaching technology-based courses in the graduate program. Until
recently, he was also a key player in the business certification program. He appears a
little angry, defensive about the college’s loss of the business certification program and
concurrent shift to Office Technology. At the same time, he appears eager to participate
effectively both in his work and in this study. Participant 10 is roughly contemporary with
the researcher, just under fifty years old. He holds an Ed. D. from the University of
Massachusetts at Lowell. He has spent many years on this campus, graduating from this
college as an undergraduate business education major.
Participant 10 has had strong and positive experience as a teacher of business in high
school and appears very knowledgeable about the complexities of programs and
bureaucratic support of pragmatic programs like business education. We completed our
second interview just three days after the first and followed up with a tape-recorded
telephone interview. Participant 10, a veteran of Massachusetts educational reform, is
sensitive to the possible outcomes of the imminent teacher testing, warning that “it’s going
to give a terrible reputation to the state if they in fact continue with this craziness of testing
the wrong thing and blaming, pointing the finger in the wrong direction. It can only have
dramatic backlash.”
• Participant 11
One of the active scholarly writers in this pool of participants, Participant 11 is also one
of the youngest, apparently just out of his twenties. He is intense, pleasant, and clearly
focused. He is ambitious, teaching overload every term and recently publishing articles
and books about secondary education, the politics of education reform and about
European cultural history. His is responsible for methodology courses, both undergraduate

71

and graduate, for those in history or social studies certification programs. He has studied
well in preparation for teaching these methodology courses, an admirable scholarly pursuit
made especially necessary by his lack of K-12 classroom teaching experience.
A widely traveled and engaging young man, his graduate student experience with
Brown University’s Center for College Teaching has served him and his current college
well. Participant 11 teaches the historiography of controversial curricular questions as part
of his methodology course, focusing on the curricular history of MERA ’93 and the
Curriculum Frameworks. He holds one of the few Arts and Sciences-based positions in
the participant pool, serving as Coordinator of undergraduate, post-baccalaureate and
graduate (M.A.T.) teacher preparation programs in History. As a historian, he is sensitive
to past practice and philosophies which have surrounded and survived education reform
movements and he is prepared for this one to struggle through the same difficulties.
I think that it will be successful. ... there seems to be mixed signals at
certain times coming about the nature of Ed. Reform. And that’s confusing
to teachers and it’s confusing to us. There’s a stop and go. If you’re going
ahead full steam ahead, and you’re changing everything and adapting, and
then suddenly it pulls back and you’re not sure whether this will be
implemented and what’s the political side of that. That tends to kind of limit
the effectiveness of any Reform Act. That’s not new. That’s not even
original. But it’s just the nature of it. The politics of it are going to be very
disheartening if you want it...if you want something to go ahead.

• Participant 12
During his undergraduate work and Master’s career at Stanford University, Participant
12 completed significant study in English and worked through a program that led to
California certification as a teacher of English. He referred positively to his practicum term,
completed within a cohort group of new teachers and leading, the following year, to a
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teaching position. He recounted in very positive tones his early experience as a young
teacher with a strong and vital support system. Participant 12’s public school teaching
experience engendered his interest in the innovative Ed. D. program at the University of
Massachusetts Amherst into which he was recruited and which he completed in 1970.
Politically astute, Participant 12 categorized the major impacts of the Education
Reform Act as validation of the profession’s best intentions. Later, he allowed his
frustration with unfunded mandates to color his responses to questioning about the
progress of implementation. Incorporation of microcomputer technology focuses his
current approach to graduate course design. His graduate Internet research courses
reinforce the use of technology in credit experiences used for professional development
under the Massachusetts Education Reform Act. Participant 12 referred to charter and
alternative learning schools as hopeful and promising future directions for public education
in Massachusetts.
Emergent themes: an introduction
Four closely interwoven themes emerged from the transcripts of study participants.
The first three -- themes of collaboration, communication, and accountability - appear as
the background for participant discussions of topics related to MERA ’93. Topics which
illustrate the themes include (1) testing, (2) Curriculum Frameworks, (3) accreditation and
certification, (4) recertification and professional development, (5) participants’ perceptions
of the MERA ’93 and (6) program changes resultant from the legislation. Though closely
related to the first three, the fourth theme is treated separately. The fourth theme
concerns participants’ perceptions of their status as teacher educators and their
relationships, both within and outside the academy.
This study’s central research questions are focused on discovering which aspects of
MERA ’93 most strongly influence the public secondary teacher educator. They ask about
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the responses of the secondary teacher education community to MERA ‘93’s intent of
effecting systemic reform. They also ask about the effects of the law’s implementation on
the work of secondary teacher educators. Illustrating those responses and effects, theme
and topic discussions range across the group of participants. Theme and topic
discussions express both consonance and diversity in participants’ interpretations and
understandings.
Discussion of the interwoven themes of collaboration, communication and
accountability considers the group of topics listed above. Each of the topics was raised
by participants specifically and repeatedly throughout the interview series. Close attention
to these topics illustrates the stances, common and dissonant, of the participants toward
the study’s essential questions. Participants raised the themes of collaboration,
communication and accountability throughout their conversations and interviews. They
spoke to these concerns boldly, tentatively, didactically, and diffidently. They expressed
genuine interest in the processes and intentions that surround their implementation of the
Massachusetts Education Reform Act of 1993. Discussions focused on implementation
carried the resonance of collaboration, communication, accountability and relationships
across gender lines and throughout the career stages represented in the participant group.
Collaboration
Michael Fullan named collaboration “one of the most misunderstood concepts in the
change business.”(1990, 82) Many of the study participants, skeptical of their institution’s
ability or willingness to collaborate, might appreciate his characterization of the concept.
“It is not automatically a good thing; it does not mean consensus; it does not mean that
major disagreements are verboten; it does not mean that the individual should go along
with the crowd. (82)”. This characterization suits Participant 2’s declaration that, on his
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campus, collaboration is an elusive thing. In his words, “When we meet with each other
we quibble so much, we never get anything done.”
Fullan’s characterization is supported by Schrage’s (1990) definition of collaboration
as the process of shared creation : two or more individuals with complementary skills
interacting to create a shared understanding that none had previously possessed or could
have come to on their own.” (p.40) Participant 5 seemed to lean in the direction of
Schrage’s definition as she explained a collaborative initiative in process.
We're working right now with UMass on how to work a bridging program
where we might offer some of the courses. They [students] would actually
get their CAGS out of UMass but we would offer some of the courses here
because we have a lot of good courses...that we developed and are ready
to offer but the Board of Higher Ed is not ready to allow us to do it.
Collaboration can be defined from participants’ interviews as interpersonal,
interdepartmental or inter-institutional activity promoting progress toward a shared goal.
Whether speaking wistfully of its absence, hopefully of its future success or knowledgeably
about its failure in the past, participants referred throughout the interviews to the
expectations of unified, team-oriented collaboration which run throughout the
Massachusetts Education Reform Act of 1993. Encouraging a shift in administrative
philosophy and practice, the legislation directs the board to “promote the implementation
of participatory management systems.” The legislation also speaks of collaboration in
directives regarding vocational-technical school districts. “The board shall encourage the
collaboration between local school districts, vocational-technical school districts, and
regional employment boards to prepare students for the employment needs of the region.”
Rarely in the Commonwealth has legislation so emphasized “working together” in this
profession long characterized by individual and departmental autonomy (Cuban 1993).
Implementing the Massachusetts Curriculum Frameworks arose in the interview series as
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a common occasion for exploring both the collegiality and the constraints of collaborative
endeavor.
Ranging from insular, “We've got school counseling in this department, library
science, library media, all these diverse departments and when you put us together we've
got nothing in common” (Participant 2) to institutionalized, “This has always been a highly
collaborative group” (Participant 5), the nature and depth of collaboration discovered in
these studied conversations varied across campuses. At minimum, the participants
attested to experience with collaborative discussion and decision-making in anticipation of
accreditation visits. On-site visits by an accrediting team frequently presented the only
formal collaborative attempts involving extended teacher education units that occurred as
examples to the study’s participants.
Accreditation
Participants consistently regarded accreditation as an institutional necessity for
colleges in Massachusetts which engage in teacher education. The level of an institution’s
accreditation, participants felt, reflected on every aspect of the teacher education
programs. Accreditation conferred prestige if national (NCATE) and public confidence if
regional (ICC, the Interstate Certification Compact). MERA ’93 specifically approves
external program accreditation by bodies such as NCATE as alternative validators for
certification with advanced standing. The legislation clearly encourages the consonance
which exists across accreditation bodies’ expectations for approval. Institutional
endorsement for certification requires completion of an “approved program” in a student’s
certificate area. Commonwealth approval requires that applicants document completion of
a program approved by the Massachusetts Department of Education or an out-of-state
program approved by NCATE or NASDTEC.
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Participants appeared to find differentiating between the expectations of the
accrediting bodies (NCATE, ICC, AACSB or DOE). Though distinction between and
among accrediting bodies and their requirements may have been problematic, recognition
of their various rewards to the campus fortunate enough to anticipate their assessment
preferences was widespread among the participant group. The rewards of successful
accreditation visits begin with the benefits of approval and continue through increased
funding for approved and accredited programs, often including increased resources for
promising and productive programs.
Accreditation activities call for collaboration. Willing and eager or forced to participate,
participants acknowledge the reality that “passing” (Participant 4) an accreditation on-site
visit to campus depends on presenting a united front to the visiting team. Participant 2
described the most recent accreditation team visit to his campus. “Two or three years
ago we got NCATE accreditation. Okay, there were flowers out in the hall given to the key
people and so forth.” As he anticipated the next visit, a matter of months from the time of
our interview, his summary statement was clear, “I wish I could nuke NCATE.”
The collaboration required to prepare for a team visit presents extra work to already
stressed faculty on Participant 2’s campus. “We don't have enough people to cover all the
academic departments and so some academic departments don't have anybody from
Education working with them. I mean we're just engulfed with work and NCATE is a big
chunk of this.” Perceptions of collaboration were quite different on Participant 9’s campus,
also preparing for re-accreditation by NCATE. Interviewed at seven in the evening, the
coordinator of secondary programs cheerfully spoke of that late spring day’s full set of
activities.
And then, for instance, I was in an NCATE conference all day today. Each
one of those departments writes their own folios for NCATE. But my job is
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to assist them in the research. Writing the syllabi for the Education courses.
Helping them with their matrices and all those kinds of things.
Participant 12 spoke positively about collaborative endeavors surrounding faculty
preparations for accreditation visits on his campus.
... I would say it operates informally, and there’s certainly phone
conversations about particular students’ programs and matters of
interpretation that come up. ... and then we kind of renew the ‘sit down and
work together’ relationships every time that the accreditation things roll
around.
Certification
Assisting students in approved programs to acquire certification to teach in
Massachusetts centers and focuses the collaborative work of the secondary teacher
educators in this study. MERA ’93 has defined changes in all areas of teacher
certification. The text of the legislation clarifies changes in preservice expectations,
curriculum, requirements and assessment. Establishing the second (Standard) level of
certification, MERA ‘93 also specifies policies, guidelines and assessment methods for
recertification and professional development.
Collaboration on participants’ campuses was challenged by the demands of the new
certification requirements. The April 1995 regulations require “a bachelor’s degree in the
arts and sciences appropriate to the instructional field. That “appropriate” major presented
something of a problem to participant definition. One extreme of the participant’s
perceptions of the major requirement is represented by Participant 7’s criticism, “One of
the worst things about it is that in, as I perceive it as a rationale, in its effort to pull the rug
from under weak empire-building teacher education programs, it simply condemns a major
in Education. Absolutely, with no questions asked.” In Participant 6’s opinion, the MERA
‘93’s perceived hostility to an education major poses a threat to Education department
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faculty and “proves a wedge can be driven” between members of the campus faculty.
Perceptions like these encourage divisions between and within college departments.
These perceptions tinge efforts at collaboration requisite to meeting the standards and
acquiring the knowledge base expected in the mandated testing of teachers and students.
Recertification and Professional Development
At the next level, for the teachers who hold standard certification in their field,
participants spoke of recertification and its effect on teachers and college programs. A
“significant change” (Participant 8) to the lifetime certification granted prior to 1994, the
recertification requirement carried both the burden and the benefit of certificate renewal on
a five year cycle. Renewal requirements become effective in June 1999 for all current
standard certificate holders.
Praise as well as criticism for recertification requirements emerged from participant
comments about the new recertification format. Praise was proffered by an optimistic
Participant 8:
There's a difference between influential and having the potential to be
influential... I cannot say now what will categorize the effect now, but I can
see the potentials. The provision for PDPs, professional development
points, such that it requires for recertification, is what I like the most.
Because teachers must be prepared to grow in the profession, grow in
academic knowledge, grow in pedagogic knowledge. Those two areas of
growth will enhance their professional competence.

Praising words from Participant 7 add the voice of a veteran to the discussion of
recertification, “The idea of constant renewal is an admirable idea, and no teacher worth
his or her salt is going to be short of PDPs because they’re constantly doing things that will
earn PDPs.” In the views of these participants, recertification is a positive and promising
opportunity for continual renewal of the professional energies of teachers.

79

Collaboration between colleges and graduate students is enhanced by the requirement
for recertification, in the view of Participant 5. She said that, “The five-year recertification
requirements will mean that, for the foreseeable future, we will have graduate students
coming to us and coming with enough experience to really find it natural to want to have a
voice in the class.” Participant 5 is optimistic that these graduate students, standard
certified teachers, will participate in professional development experiences interested “in
looking at problems and discussing inclusion and what works and what they’re having
problems with and hear other people.” Participant 5’s collaborative graduate student
concurrently studying in education programs while demonstrating good practice for newly
certified teachers has emerged from the mentoring presence defined in an earlier
education reform initiative in Massachusetts. Collaborative mentoring was a key concept
in The Joint Task Force on Teacher Preparation 1988 report. Titled “Making Teaching a
Major Profession,” in our interviews the report was often referred to by participants as the
“JTTP.”
JTTP
Participants whose teacher education history encompassed those years of JTTP
introduction and its initial implementation phases spoke of their experience with
collaboration in the context of the JTTP report. Participant 1 spoke with familiarity of the
JTTP report, illustrating the report’s problematic effects on collaboration, using the term
“bitter battle”.
The JTTP? Oh everything. I was on that... we fought really hard here to
maintain the major in Elementary Ed. It was a bitter battle because Arts
and Sciences always traditionally looked down at education folks as less
good... less than their students. And so, consequently, we had to fight
really hard. And I think the out come was that there was a better
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understanding by the Arts and Sciences of what the education program
was. So there were some positive outcomes on this campus.
Veteran Participant 7 pointed to the report booklet stacked neatly in a pile of
pamphlets and notebooks bearing the letterhead of the commonwealth. He remembered
“being annoyed by some things,” but remembered few details beyond a general
impression.
I don't remember very much about it at all, honestly. It was in my
recollection, simply a jumble of meetings and decisions made, I thought,
often prior to the evaluation of the evidence. That was my impression.
Decisions made hastily after a good deal of backing and filling, but I can't
remember honestly. I remember being annoyed by some things, but I don't
remember at what.
Participant 10 tied the problems which surrounded “Making Teaching a Major
Profession” tightly to the tension enveloping MERA ’93. He spoke about the absence of
collaboration he perceived preceding implementation of both initiatives.
It was so unwieldy, so unworkable, and all of us told them that. At every
level we told them that. They wouldn't listen, and that's exactly what's
going on right now with the higher education. This Board, they’re ... there
are no controls in those [253] people. They're running amok. They're
running in circles. They don't know what they are doing. And you know,
they throw it down to us and it doesn't work. You know, they just don't
know.
Curriculum Frameworks
One of the initiatives “thrown down” to higher education with implementation of the
MERA ’93 is the Massachusetts Curriculum Frameworks. Intended to cover “the core
subjects covered by the academic standards”, the curriculum frameworks were designed
to “present broad pedagogical approaches and strategies for assisting students in the
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development of the skills, competencies and knowledge called for by these standards.”
Further, the legislation’s text asserts that “The curriculum frameworks shall provide
sufficient detail to guide and inform processes for the education, professional
development, certification and evaluation of both active and aspiring teachers.”
This ambitious undertaking called for years of collaborative activity on the parts of
writing, planning and implementation groups in the K-12 system. Delayed by the
difficulties of collaborative processes and burdened with the obligations of implementation,
the Curriculum Frameworks lingered in committees for months, emerged as tentative
drafts on recurrent occasions and made their formal appearance just months prior to the
anticipated teacher and student testing dates. Though the Department of Education had
sent copies to “every teacher in the commonwealth,” teacher educators scrambled to
provide access to the Curriculum Frameworks for their prospective and preservice
teachers. Several participants affirmed that their students acquired their copies of common
chapters and subject area frameworks by downloading the text from the Massachusetts
Department of Education website.
The Department of Education was criticized for their inattention to collaboration by
several participants. Participant 5 noted the dissonance in process, “Especially when the
DOE, when they do the curriculum frameworks meetings to help people implement them
or understand them, they separate it... the Ed faculties have to go to these meetings and
the teachers have to go to these meetings.”
Programs and their changes
Programs at each of the participants’ colleges were modified, altered, added or
otherwise revised in light of changes suggested by the MERA ’93 and the concurrent
modifications to the certification regulations. College personnel regarded the new
directives and formats as an opportunity to elect the addition of new certificates, to
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redesign minors or to establish clinical master’s degree programs. In the best of cases,
these changes aligned campus programs with the content of the Curriculum Frameworks
and the expectations of anticipated accrediting teams.
Collaboration characterized participant descriptions of interdepartmental decision¬
making which engendered these program changes. One after another, participants spoke
of the meetings and discussions during which programs were proposed, reviewed and
debated. Participant 12 spoke of the process on his campus.
We talk about the Standard I requirements to see if the way that we’ve
been meeting Standard I is satisfactory ... so we review that, and we bring
up some ideas about what we’ve thought about or heard of other people
doing that are any different. Talk about what’s comfortable or what we
want to add or a different emphasis to put on it.
Arts and sciences faculty members worked together with education department faculty
and administrators to construct new programs, modify established programs and to make
the “hard decisions” (Participant 7) necessary to reduce redundancy of coursework while
maintaining the integrity of institutional standards. Incorporating inclusion within the
teacher preparation program, whether through the mechanism of curricular infusion or
course additions to the professional sequence, was one common participant example of
collaborative planning. Sharing programs with other colleges, serving as satellites or
cooperating with sister institutions via distance learning were others.
Participant 1 described the collaborative process surrounding the design and proposal
of a new program.
We had a task force of about ten people, including people from Elementary
ed, from secondary ed and six practitioners: a guidance counselor, two
principals, and three teachers were part of that task force. We met for
probably six months to talk about all the issues of the program, what the
field experiences would look like, all those types of things. So that, when
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the program came forward, it was based on the national standards, but it
was also influenced a lot by the information of the people locally.
Challenges to collaboration were presented by adoption of the Curriculum Frameworks
as integral to the higher education curriculum. Territory and ownership of courses and
even of programs became obstacles to collaborative proposals. Promoting integration of
historically separate departmental curricula, the adoption of this new organizational
schema challenged departmental autonomy. Participant 2 presented an example of a
secondary group facing real difficulties with collaborative process.
So you’ve got all of the education people, eight or nine of us who deal with
secondary education and about twenty-five or thirty academic people,
you’ve got a room with forty people. And some of these academic people
who are down right hostile. And there was an argument at the time. There
was an argument over who owns the strategies course, the education
people or the academic people. The Math chair was under the impression
that the strategies of teaching math is a math course, but I remember
standing up at the time and saying no, it’s an education course. We entrust
you with managing the course but it is ultimately an education course and
under our control. That wasn’t a very pleasant meeting.
The question of who “owns” the methods courses was raised on more than one
campus. That territorial question was soon eclipsed by the question of whether the
colleges would continue to “own” the programs in light of the Higher Education
Coordinating Council (HECC) (now the Board of Higher Education, or BHE) Program
Productivity Policy (see appendix).
Communication
Throughout the interviews, the challenges of collaboration appear tied to issues of
communication. Working together to effect change, participants felt, was made more
difficult than necessary by difficulties with interpersonal, as well as inter-institutional,
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communication. Communication within the culture of the college is a quirky enterprise, as
seen through the lens of the participant interviews. These issues with communication
appear oddly problematic within campus cultures which, to judge from the mission
statements of the colleges, value and prize clear and effective communication.
Patterns of communication present a key to understanding implementation processes
and goals for supporting MERA ’93 on each participant’s campus. The organizational
structure of the teacher education enterprise plays a role in determining the preferred
paths of communication at these colleges. Difficulties with obtaining access to information
and misunderstandings caused by idiosyncratic paths of communication are apparent in
the study data. Particular challenges arise in this area of communication when
considering the expectations of the Massachusetts Department of Education and the
exposition of those expectations to teaching faculty.
Among the younger, untenured members of the participant group, there was
discernible frustration with issues of communication. Participants anticipating tenure
expressed their frustration at trying to determine institutional and state level expectations
in advance of assessment. For one Arts and Science faculty member, the difficulty rests
in not knowing what’s expected.
If you know what questions to ask, people are perfectly willing to answer
them, but no one is willing to volunteer any information... I’m constantly
getting stuff about teacher education from one of my colleagues who
happens to have an office next to someone in the History Department, and
she somehow has this direct pipeline to the Ed. Department... I’m not sure
what I’m supposed to be reading or through connections I’m supposed to
have to find out about these things but a lot of this stuff, a lot of things
seem to be done by word of mouth or something.
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Another untenured participant, an Education department faculty member, recounted
her introductory experience with the Massachusetts Education Reform Act of 1993 at a
department meeting.
It was very brief and very ..sudden type of thing. We had a faculty meeting
here where we were talking about the curriculum frameworks and
implementing the curriculum frameworks and this being the last year they
weren’t officially approved so we had a guideline and ... not really
understanding what the curriculum frameworks were all about. I really ...
had difficulty understanding what the process was and how they related to
anything that I was teaching and things like that. ... I was given this big
thick booklet of here’s what the curriculum frameworks are as of right
now... and [I remember] just spending some time flipping through that
trying to make sense of it all for myself.
These untenured participants entered teacher education circles in the post-passage,
pre-implementation phase of the Massachusetts Education Reform Act. Having missed
the introduction of the Education Reform Act of 1993 to higher education institutions, each
has interpreted the dysfunctional and contradictory communication modes of the
Department of Education as a phenomenon unique to their respective campuses.
The veteran teacher educators among the participants make a different sense of
communication regarding education reform. Holding a schema for understanding the
process built of experience with communication on his campus, this veteran educator
conveys a different interpretation of a department meeting introduction to the
Massachusetts Education Reform Act of 1993.
At a department meeting, the chairperson suggested that the new Ed
Reform Law will require us to change some aspects of our programs. At
that time, we were expecting a review of our programs for accreditation.
So we had to review that program along the lines of some stipulations in
the Ed reform law. Primarily, it changed from the five competencies to the
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seven competencies. That was the aspect that caught our eyes
immediately.
Still another veteran participant characterized the mandatory communication around
accreditation issues on his campus in a strikingly different tone. He responded to a
question about opportunities to communicate with Arts and Sciences faculty with images
of reluctance. “Usually when they start beating the drums for changes in the regs we start
to have a few cursory meetings.”

Testing
Under the general heading of “Testing” as a topic, participant comments about
communication clustered around the Massachusetts Teacher Tests and participant
concerns about the test’s validity, reliability, and process.
Massachusetts teacher test
Mandated by MERA ’93, the testing of prospective teachers was clearly introduced in
the text of the legislation as being a two part test, a writing section “which shall
demonstrate the communication and literacy skills necessary for effective instruction and
improved communication between schools and parents" and a subject matter test focused
on the “knowledge necessary for the teaching specialization endorsement.” The
certification regulations, adopted in April of 1994, made the test a requirement for state
certification effective with January, 1998 applications for certification.
Though collaboration presented a challenge to teacher educators preparing
prospective teachers for the first administrations of their qualifying tests, communication
presented even greater challenge. Across the commonwealth, teacher educators and
their students were aware of the impending teacher testing. The fact of prospective
teacher testing should have been no surprise. As the time of the initial testing date
approached, however, many of the participants were taken unaware by the focus of the
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testing and by its content. Participant 6 expressed a perspective common to the majority
of study participants,"... We’re all in the really difficult position of not knowing if we’ve
taught what needs teaching, but no, I don’t approve of teaching to the test.”
Clearly, communication regarding the state’s expectations and intentions of the
teacher test was problematic, in the opinions of the participants. Though the
Massachusetts Department of Education held informational meetings at four sites around
the state in the weeks preceding the test, even those participants who had attended an
informational meeting (Participants 1, 6, and 4) confessed to feeling underinformed about
the process and expectations. Objectives for the tests were unavailable for student study
before the first test’s April administration. Allowing too little specific anticipation of the
test’s content, the advent of the first Massachusetts teacher test was characterized by
uncertainty and fears of misplaced accountability caused by poor communication.
Participant 4’s gentle “I don’t know if they’ve thought it through enough” contrasts plainly
with Participant 10’s comment, “They’re going to devastate the teacher education
programs because the teacher educators are going to be judged when they get failures on
those tests. We’re the guys who are going to take the fall. We’re going to take the rap.”
Validity, reliability and process of the testing were raised as concerns expressed
across participant interviews. Though all of the participants were interviewed prior to the
release of test results from the first administration, participants 9, 10 and 11 were
interviewed in the weeks just following the April testing date. Responses of the study
participants who spoke of the Massachusetts Teacher Tests in terms of reliability, validity
and process ranged from hopeful opinion and expectation early in the interview sequence
to discouraged and distanced responses from the last few participants interviewed.
Early inclusion of a few teacher educators in the test preparation process drew positive
responses from participants to issues of test validity and reliability. At the hopeful end of
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the range, Participant 12, interviewed during the design phase of the test, said, “I think it’s
making us more conscientious about looking at testing and learning and the kinds of
learning that can be tested.” Participant 1 said, “My hope is that it connects to the
frameworks, also, because that would tie a lot of things together.” Participant 6 expressed
a skepticism typical of the mid-process participants interviewed during the weeks
preceding the April test. Posing a question to a hypothetical BHE member, she asked,
“That’s wonderful, you’ve tested the MCAS, now how are you field testing the teacher
test?”.
Communication presented challenges to participant acceptance of test processes.
Changes, mid-process, in the use of test results angered many and discomforted most.
Just weeks prior to the April test date, the Department of Education announced that, rather
than being used as a baseline, test results would indeed count, qualifying or denying an
application for certification. At the angry end of the range, Participant 10’s summary
comments about validity, reliability and process included words like “crazy”, “devastating”
and “unfair”, a word also used by Participant 11. “The way it was given in the state this
year was entirely unfair to all involved. I had to think it was a political test designed for
failure.” He considered it “unfair that the teachers were told that the exam would not count
and then they were told it would count.” Students who had taken the April test told him
that “the actual test itself wasn’t too bad, but the administration of the test... made them
very uncomfortable.”
Participants expressed similar “uncomfortable” responses to communication with
teacher education personnel regarding the implementation of the Curriculum Frameworks.
Participant 4 expressed her frustration.
They’re pushing the frameworks now and pushing at teacher educators
that we need to teach about the frameworks. And, you know, teaching a
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class on inclusion, how do I do that? ... We really don’t know and so that
really makes it difficult for me to implement this reform act in my class.
How do I implement that when the DOE can’t answer my question?
Accreditation
Just as communication presented a challenge to participants with regard to testing and
implementing the Curriculum Frameworks, communication also added an aspect of
uncertainty to issues of accreditation. Communication is spot-lit in anticipation of
accreditation visits as written checklists, schedules and standards arrive on campus and
generate discussion.
It is the uncertainty of communication around these high-stakes visits that upsets the
equanimity of faculty members on a campus anticipating “visitation”. From Participant 2’s
“I have to come back x number of days to learn about the English standards that are
coming through that have not been developed yet. So I have to wait until they're off the
press. They're not available, some academic subjects have them available, I'm waiting ...”
to Participant 10’s “... dealing with the state is so utterly, utterly chaotic,” faculty members
were clearly unsettled by the anticipation of an accreditation visit.
We went through hell the last couple of months; meetings, and meetings,
and meetings trying to decide what we're going to do about this new
accreditation process ... it reverts back to the state and the state won't tell
us what they want and accreditation is due in December and they still -- it
won't even be until September that they tell us what's supposed to be in
these portfolios.
Certification
At least regarding the regulations for certification, participant responses were
approving of the Commonwealth’s clear communication. Communication was clarified, in
the opinion of some participants, by the printed regulations. In Participant 11’s words, “It’s
nice for me because it’s a regulation, you know, and I say that you need this.” In
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conversations with students interested in the program, he says, “I take out standards two
through seven. I show them one through seven.” Even practicum evaluations are
assessed against demonstration of the seven competencies which “are written exactly to
the Ed Reform Act.”
Communication about certification is hampered, in the experience of others, by the
frustrations which follow the completion and promotion of innovative ideas and promising
practices only to find them, unfunded, abandoned. Though their interpretations of the
regulations may have varied by campus and by individual, participants were quite evidently
familiar with the regulations for certification in their discipline.

Participants generally

expressed confidence that they knew the regulations, often citing or quoting portions of the
published regulations as evidence of their familiarity with education reform.
Recertification and Professional Development
Communication about the requirements for recertification presented opportunity to
Participant 1 and his campus. He characterized the introduction of the requirements as
“the first shot across the bow for in-service teachers” and tied the concept immediately to
“losing standard lifetime certifications.” His response was prompt and effective. “And so, I
became really quick an expert on recertification issues and certification issues. Wrote
articles about that. Did scores of workshops with in-service teachers on how they can be
recertified and the whole notion of professional development.”
As did many institutions, Participant 1 and his college quickly realized the potential for
conflicts of contracts, if not conflicts of interest. At Participant Ts school, serious
discussion between administrators and union representatives preceded agreement on
issues of faculty process and affiliation regarding professional development workshops,
seminars and series to K-12 educators. The format agreed upon at that campus for
faculty offering professional development experiences outside the college’s graduate
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curriculum was that of a private consultant’s role. The role of consultant was accessible
for those college faculty interested in participating in non-credit instruction specifically
tailored to the professional development needs of the K-12 community..
The veteran K-12 teacher population, those for whom the requirement of recertification
was introduced, has become more facile and sophisticated about communicating, defining
and participating in professional development activities. In turn, participants’ colleges have
become less involved in planning and presenting programs for professional development
beyond the existing graduate curriculum. On site, school-based programs, often tied to
individual college faculty serving as consultants, have continued to develop as an offcampus cottage industry. Such programs are entrepreneurial, allowing school systems to
plan for system-specific use of their professional development funds. These programs
provide site-specific assistance to teachers in appropriate and effective professional
development outside the structure of a graduate program.
JTTP
Prompted by an interview question asking for recollections of the 1988 Joint Task
Force on Teacher Preparation report, “Making Teaching a Major Profession”, participant
responses reflected their histories with educational reform in Massachusetts.
Communication about the report “Making Teaching a Major Profession” seems to
have been reserved to those present in the teacher education arena at its introduction.
Those relatively new to teacher education, like Participant 11, are unfamiliar with the JTTP
report. “I’ve heard of it in passing. People refer to it, but I was not informed in any way by
it.” Participant 9 was familiar with the report as a precursor to MERA ’93, “The need to
mentor teach if you recall in the state, and I think I got the date right, I believe it was
actually in 1988... we had another Mass Reform Act....” He identified the central tenets of
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the report, a collaborative approach to teacher induction through an integrated process of
mentoring, as something that’s “gone away, if you think about the model.”
Participant 6, a high school teacher when the JTTP report was introduced, was
“vague” on details of the report, but clear about her emotional response. “I think part of the
problem was my sense of outrage at the title. That it had... a demeaning and
unconsciously arrogant attitude. It's another... book written about a subject which people
had never seen sort of thing... And that is probably why I don't remember more about it. “
Participant 10 expressed some frustration with communication around both the JTTP
and MERA ’93.
I was ... we met with those representatives that came out. It was sheer
idiocy. We told them you're building an airplane that can't fly. Nobody will
ever in this lifetime fund that thing. It was the most convoluted, chaotic, illconceived, ill-designed, ill-thought out, chaos. And we told them it wouldn't
work and they insisted on going ahead. And in the end, it completely fell
apart.
In his words, communication with the designers and evaluators of both education
reform movements have fallen “on deaf ears. Utterly deaf ears.”
Programs and their changes
Communication, within and between departments on campus, as well as within and
between the institutions of higher education in the commonwealth, has been fraught with
inconsistency and conflict during considerations of program modifications. Participants
spoke variously of “abandoning the education major”, “requiring” or “denying” a clinical
masters degree, offering evidence of sketchy information flows and idiosyncratic
interpretations of Department of Education directives and instructions.
Communication - between colleagues, between institutions, among state agencies,
across national organizations - presented challenges for these study participants. In this
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period of transition from a familiar to an unfamiliar set of expectations, communication is
vital and central to implementing education reform. The deliberative pace characteristic of
state college bureaucracies is syncopated by the exigencies of legislative change. Too
often, in the opinions of the participants, broad discussion of implementation issues is
omitted in favor of a more streamlined, centralized planning committee approach. Those
outside the central communication centers spoke of their isolation, their sense of “not
knowing” what was expected of their implementation efforts. Three of the participants
offered a similar solution for the sense of uncertainty. They all visit the Massachusetts
Department of Education website regularly. They each review the “New” link often,
keeping up with current issues by reading the Department’s frequently updated postings.
Accountability
Public debate about the accountability of the state colleges has been escalating
throughout the years since A Nation at Risk (1982) caught the public’s attention. The
Commonwealth responded to this debate with the Massachusetts Education Act of 1993.
Focusing attention on assessment within and among higher education institutions and
their teacher education programs, this legislation calls for performance-based programs
and measurable objectives that can be used to judge the achievement of MERA ‘93’s
goals.

Accountability, as it emerged from participant transcripts, can be viewed as both

internal and external to the college. Internal accountability is campus-based and campus
centered, focused on academic concerns and internal assessment. External
accountability is generally viewed as those measures by which accrediting and approval
bodies judge an institution’s progress toward externally-imposed goals. Occasionally,
these two differing views of accountability appear to contradict rather than complement
one another. It is just that tension which arises from attempts to resolve the dissonance
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between self-imposed and externally-imposed accountability that lent energy to the
comments and concerns of the participants in this study.
To a person, participants asserted that assessment is welcome in the colleges. Most
participants volunteered examples of ways in which internal standards were set and
followed to ensure the integrity of their teacher education curriculum. Every participant
expressed an awareness of the intentional measures of accountability incorporated in the
legislation. “Every teacher in the Commonwealth is aware of the mandate for teacher and
student testing,” one participant asserted in a statement which echoes the opinions of the
majority of the study participants.
Rational, predictable assessment which equitably measures progress toward a goal
serves as a working definition of accountability arising throughout the interviews. The
reformulation of the state certification regulations presents the regulations for the
certification of educational personnel as a schema for standards-based assessment of
prospective teachers. Although they accepted the assessment mandates such as the
professional development portfolios for recertification, the participants responded warily to
the projected teacher testing which appears as part of the same legislation. They
expressed skepticism about the outcomes for this set of expectations, citing the short
timeline between test design and implementation, the apparent absence of validity testing
of the teacher test itself, and the inexperience of the test designers.
No strangers to standards, these teacher educators welcome opportunities to display
the competencies of their colleges and the competencies of their program graduates.
Well-versed in responding to assessment in the form of accreditation visits, accustomed to
measuring progress toward goals, and familiar with the imposition and measurement of
standards which they teach in methodology classes, these faculty members carry on their
entire careers within a context of assessment and accountability. They do appear
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somewhat intimidated by the unknown of public reaction to what they fear may be poor
achievement on the first round of the testing for prospective teachers. “High stakes,” one
characterized the National Evaluation Systems test plans. More than one participant
referred to the intended process of teacher testing as “Idiocy.” Still another participant
projected that “Carlin will use the results of the tests to crush the state colleges.” “How
about some authentic assessment of the state’s teachers?,” asked another in a discussion
of portfolio assessment. “We’re being set up to fail,” a participant asserted. The
dissonance between internal and external accountability expectations has done a great
deal to increase the anxiety of these teacher educators as they anticipated the
implementation of mandatory teacher testing.
Testing
Each of the participants in the study tied the concept of testing to the core of the
MERA ’93 and its impact on teacher education. The concerns and anxieties of these
teacher educators are apparent when examining their conceptions of testing as they relate
to the mandates of MERA ’93. Several of the participants find that there is something
“sinister” (Participant 2) about the hasty implementation of “high stakes” (Participants 3
and 6) testing for prospective teachers. Inadequately prepared to understand the nature
of the new tests, the first groups of tested students were considered by the study
participants as likely to be at a disadvantage.
Even participants who stated that testing is “important” locate the importance of the
Massachusetts Teacher testing as being institutional, serving the purpose of keeping “an
institution honest.” The importance of the testing is not considered against the outcome
for the student, but for the institution, “...in the fact that the institution’s scores are
published so that it’s easy to judge how the institution stacks up against others, the

96

students get better services. Because they don’t want their students to score low.
(Participant 6).“
Testing, and especially standardized testing, appeared in these discussions as the
participants’ least favored tool of assessment. Preferred by a majority were the forms
which participants referred to as “authentic” assessments - portfolio reviews, narrative
journal submissions, creative and thoughtful project work and other synthesizing formats
for eliciting a measure of student learning. These “authentic” assessment formats,
specifically referred to in the MERA ’93, had received significant attention from this group
of participants. They anticipated wide acceptance of and support for these formats of
assessment. Instead, the focus of the Department of Education and the Board of Higher
Education has to date centered on standardized testing to the exclusion of all other
considerations for assessment of preservice teachers and K-12 students. Accepted as
inevitable in participant interviews, the topic of standardized testing - of K-12 students
(MCAS) and of prospective teachers (Massachusetts Teacher Tests) -- touched
consistently on the theme of accountability.
The Massachusetts Comprehensive Assessment System (MCAS) encompasses the
design and implementation of testing for K-12 students to determine their mastery of
statewide educational goals for all public elementary and secondary schools in the
commonwealth. The MCAS is constructed from standards which the legislation stated
“clearly set forth the skills, competencies and knowledge expected to be possessed by all
students at the conclusion of individual grades or clusters of grades”, the content
contained in the Massachusetts Curriculum Frameworks.
Teacher educators, thoughtful and concerned that their preservice teachers be
prepared to teach K-12 students what they are expected to know, expressed concerns
over the extent to which the MCAS dominates the current work of K-12 classrooms.
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We teach for the test. I was at [ ] Elementary School, and they were
preparing for the MCAS test. And they spent this lesson teaching them
about Mesopotamia, mosquitoes and encephalitis because the state had
sent them samples of things that would be on the test and they should
know about Mesopotamia and all this kind of stuff. So they taught them for
the test. That's all they're gonna do...you know, if we don’t have faith in
our educational system, how do we expect a test to resolve it? As
educators, we know that test show one thing, they show someone's ability
to take a test. (Participant 10)

Accountability, according to participants’ comments, was challenged by the process by
which the tests were designed, the standards against which student performance on them
will be evaluated and the outcomes likely for institutions whose students score poorly on
the tests. Allusions to “teaching to the test” were frequent in participant responses,
appearing in the majority of interview transcripts. Concurrently, participants expressed a
clear understanding that ”it’s hardly ever the test that’s implicitly wrong as much as the
way it’s used and what’s ascribed to the test.”
Massachusetts teacher tests
The tests, as predictors of accountability, carried energy of their own well in advance
of their first administration. One participant, interviewed months before the first test
administration, predicted that “once the teacher tests start, that’s going to create a change
in kind of the psychology, as being a different kind of hurdle. It remains to be seen just
how high the hurdle is. “ Another predicted that “Half the students will flunk that test.
They’ll make adjustments and water it down and change the percentile for passing. But I
think that’s going to startle people a little bit.” ( Participant 2)
As the first test date approached, state colleges prepared to respond to the outcomes
of the test-takers, examining teacher education curricula for consonance with test
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objectives made available in the weeks immediately preceding the April, 1998 initial test
date. Reflecting the themes of collaboration and accountability, Participant 8 spoke of his
department’s response to the pending teacher tests, a subcommittee “charged with
studying the tests so as to suggest to the department as a whole how we can use the
content of the tests to revise our programs.”
Curriculum Frameworks
Intended to cover “the core subjects covered by the academic standards”, the
curriculum frameworks were designed to “present broad pedagogical approaches and
strategies for assisting students in the development of the skills, competencies and
knowledge called for by these standards.” (MERA ’93) Further, the legislation’s text
asserts that, “The curriculum frameworks shall provide sufficient detail to guide and inform
processes for the education, professional development, certification and evaluation of both
active and aspiring teachers.”
This ambitious undertaking called for years of collaborative activity on the parts of
writing, planning and implementation groups in the K-12 system. Delayed by the
difficulties of collaborative processes and burdened with the obligations of implementation,
the Curriculum Frameworks lingered in committees for months, emerged as tentative
drafts on recurrent occasions and made their formal appearance just months prior to the
anticipated teacher and student testing dates. Though the Department of Education had
sent copies to “every teacher in the commonwealth,” (Participant 1) teacher educators
scrambled to provide access to the Curriculum Frameworks for their prospective and
preservice teachers. Several participants affirmed that their students acquired their copies
of common chapters and subject area frameworks by downloading the text from the
Massachusetts Department of Education website.
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Even those who praise the frameworks’ intent express realistic cautions concerning
accountability. Participant 7 praises the flexibility of the frameworks as a tool, but laments
the range they frame.
The frameworks, for example, for social studies, are in some respects
quite good. There’s plenty of elbow room for teachers to do a great many
useful and valuable things. They’re not so restrictive that you feel hemmed
in at all, if you’re a creative teacher. On the other hand, there’s always that
other hand in education... on the other hand, the range of what is covered
is enormous, beyond belief.
The curriculum frameworks present an “accountability blueprint” for K-12 and for
higher education. It remains to be seen whether Participant 4’s characterization that they
will become “a curriculum frameworks for teacher education” will prove true through the
halting phases of implementation.
Accreditation
Accreditation is almost synonymous with accountability. There was a shared sense
among the participants that accreditation is a requisite for continued participation in this
arena of program approval. Several of the participants referred to the perceived difficulty
of attaining the standards held by NCATE. Participant 12 explained, “I think it’s partly a
matter of perception, that NCATE seems more stringent or a higher standard. It’s certainly
higher in terms of the faculty ratios that are needed, and that’s one of the things that kept
us from going for NCATE in the past.”
Programs at the state colleges are designed, aligned, and re-defined in terms of the
accrediting agencies’ standards and competencies matrices. Continuation as an approved
institution depends on affiliation with the accepted standards of an accrediting body.
Evaluations of program quality and of the program’s graduates compare a college
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programs to the accreditor’s standard. This is the level of external accountability on which
enrollments depend, a significant factor in Massachusetts at the time of this study.
Recertification and Professional Development
Within the theme of accountability, the benefits of recertification were elucidated by
both Participants 6 and 7. In Participant 7’s opinion, “The great benefit is that teachers
who are unwilling to make any effort, and there are some, will gradually be leaving the
profession and 1999, they should be leaving in some serious numbers. And that’s good.”
Participant 6 considers recertification as an aspect of the MERA ’93 to be “very important.”
She continued, “First of all, it encouraged towns to support the early retirement act and it
got some people out of teaching who had either lost their real passion for teaching or
perhaps should never have gone into the field in the first place.” She was very frank about
those who have left and those who will leave rather than recertify, asserting that they
“really needed to think about another job.”
Participant 5 put another spin on those decisions to leave, citing a reluctance to pass
early retirement motions for fear of a mass exodus from the profession on the part of
teachers who “would want to get out at this point in time rather than have to face this
recertification nonsense.”
Accountability falls to many constituencies in considering recertification and
professional development plans resultant from the legislation. Though an intention of the
legislators was to encourage research into and implementation of distance learning as a
significant factor in the statewide professional development plan, none of the participants
had become familiar with these diverse delivery systems at the time of the interviews.
Perhaps the presence of the phrase “subject to appropriation” which defines the
participation of the MCET funding in terms of campus planning is a factor which stifled the
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interest of even the most hopeful of the participants around the prospect of engagement
with distance learning.
JTTP: The Iron Maiden
“Making Teaching a Major Profession” presented a strong emphasis on creating and
maintaining clear accountability measures for teachers and for teacher educators. While
stressing that the JTTP report had many good ideas, Participant 10 found the report
flawed in terms of accountability.
It was a joke. It was utterly a joke. It couldn't possibly work. It couldn't. It
required huge amounts of money... it just couldn't work. ... There were
many good ideas, and I really want to stress that. There some great ideas,
some great principles that were there, but it was not properly thought out
how to implement that to make it work. You know, you don't need to create
this gigantic monster to accomplish the laudable goals that they had there.
Participant 5’s poignant impressions of the JTTP were gleaned from her empathy with
colleagues’ scars from those “bitter battles.” Accountability and the underlying frustration
of shifting targets focused her impressions of the events.
We were coming up to a reaccreditation and Ed. Reform at the same
moment in time. So, we have to do this and in the same conversation was
the JTTP - negatively. Very negatively. Here we go again. ... We had
something, why don't we just use it? And I remember two professors being
very belligerent. They walked out very upset. Not belligerent, very upset.
One even in tears, and not a female. Just frustrated beyond belief. So
that was my first vision of Ed. Reform.
Participant 5 then reflected further on the negative affect engendered by the JTTP
which has carried over on her campus to considerations of accountability under the MERA
’93. She spoke most clearly of the JTTP report’s devastating impact on teacher education
faculty.

102

How many times can you do that in your life? How many times can you
build a program and then see it say no? You know, shoot it down. Work for
two years on it, well, we're still working with twelve credits while people are
still doing research. While we're still doing more than Carlin thinks we will
ever do. I saw people right then at that moment of time. And I knew as a
faculty member, those people would never work on another Ed. Reform...
or even reaccreditation. They’re very friendly. They are very easy to please
at this point. I'm not saying they're belligerent, they’re not. They're... they
try to participate. They're gone. They are just gone. It killed them. I think
that was their last moment of impetus and they worked hard as a group of
people and then it was killed. So, yes, the JTTP ... the iron maiden.
Programs and their changes
Accountability appeared as a force central to the initiatives for program changes.
Participants spoke of the difficulties presented by bridging transitions between old and new
regulation requirements, a situation which poses particular challenges to institutional
accountability aggravated by the challenges of communication and collaboration
mentioned previously.
The stress of increased accountability colored the conversations as participants
discussed preparing students for the prospective teacher tests. The task necessitates
accommodating the breadth and depth requirements of the curriculum frameworks and
mastering the intricacies of administering a clinical masters degree program. Unclear
about eventual assessment applied to their initiatives, participants anticipated difficult
times ahead, using words like “devastated” and “chaotic” with reference to outcomes
assessment.
One participant spoke with wry humor of the process of program planning in light of
shifting expectations. Participant 6 referred to a sort of “trench camaraderie” in which she
learned to say “well, this week the statement is...” in response to queries from her
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colleagues. She summarized her experience philosophically, saying “In a sense, I think
the uncertainty was good. I was much more assiduous about reading between the lines,
doing the implications than if it had just been presented as something solid. Because we
never knew, it was like a detective story.” Participant 6, like many of the study
participants, patiently awaits the plot twists and character changes which will enliven future
phases of implementing the MERA’93.
Status and Relationships
The context in which education reform is implemented on Massachusetts state college
campuses is a complex environment, at once political, philosophical, and personal. Few
factors seem to impact implementation of MERA ’93 on participants’ campuses as strongly
as do perceptions of teacher educator status and relationships. This section, which
concludes chapter 4, discusses participant perceptions of the status of teacher educators
within the academy, looking at issues of self-image as teacher educators and comparing
their status with their colleagues in arts and sciences. Further, this section briefly explores
participants’ perceived relationships with the Massachusetts Department of Education,
with their colleagues in K-12 and with their union, the MSCA.
Status within the academy
The ways in which teacher educators regard themselves and their work color the work
they do and determine the ways in which their students will regard themselves as
teachers. Participants are all faculty in state colleges only one generation removed from
their history as normal schools. Concurrently, in the case of two campuses, participants
were citizens of college communities which consider themselves just one iteration from
university status.
As participants discussed their place within the college, they were mindful that their
current status is affected by the historical centrality of their discipline to the institution.
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Participant 5 spoke of this history clearly. “This was a teachers college for many years
and I think the strength in the community, its history, and our present strength in the
college gives us a certain latitude.” She called hers a “very needed department,” the
largest on campus, and referred to the driving power of numbers. “It makes us one of the
more powerful departments on campus.”
Participant 5’s relative security reflects an intelligent look at the pragmatics of the state
college environment, but her view contrasts sharply with Participant 2’s perception of his
department’s status on a very different campus, also a former normal school. Speaking of
an accreditation visit three years before our interview, he recounted this tale of his
department chair.
The unofficial word was she was going to be canned if we did not get...
accredited. So her job was on the line and she made it. I mean, she got us
through. It was largely through her efforts, as it turned out... her job was
on the line that day. If we did not get... accreditation, I bet she would not
be on this campus now.
Participant Two referred in our interview to a new research study “indicating that
education professors are out of touch with rank and file America,” though Participant 5
affirmed a different reality in her comments, “we really do, we try to take what teachers are
saying, what the students are saying and build a program that is of worth, that isn’t
redundant. That isn’t busy work.” Each of their campuses enjoys national accreditation
for their teacher education programs, evidence that simple possession of an accrediting
agency’s favor says little about respective campus climate for teacher education.
Self-image as teacher educators
Participants reflected on their own status as teacher educators by describing the roles
they play and their perceptions of self in the role. Participant 12 was appreciative of the
advantages he enjoys, “you do have time to think, and you do have time to work on
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projects and you have time to do service things in the community.” He said, “I really feel
like this is working like it should be...working with the schools, with the accelerated
learning and the charter schools ... that’s something that I can choose to do and I realize
that if I was still a high school English teacher or if I was working for All-America, then I
wouldn’t have time to do more than read with a kid at lunch-time.”
The sixth choice of the search committee which hired him, Participant 3, of all of the
participants, might be expected to have a chip on his shoulder. Though he seemed
innocent of such affective decoration, he spoke of the weight of the gatekeeper’s role
which he held as a teacher educator. “I don’t like telling .. someone says that this is all
they ever wanted to do with their life and telling them I don’t think it’s gonna work out. I
don’t like doing that. That’s the hardest part of my job, I think... “ Participant 5 was a little
sterner in her adoption of the gatekeeper role, affirming that “This is not the department of
retention.”
Participant 7 spoke to the gatekeeper role, also, recounting what he tells his students
about teaching and its responsibilities.
There’s no heavy lifting, but it’s very tiring... because there’s so much
emotional investment in it. I think that teaching is one of our society’s most
important jobs. And I think that part of my responsibility as a teacher of
teachers is to encourage that attitude among them and to discourage
anyone who doesn’t at least partially agree with that from entering the
profession.... Part of my responsibility is to convey that idea.
Status vis-a-vis arts and sciences faculty
While a minority of the study participants described the status of teacher educators
compared to arts and sciences faculty as “more positive than negative,” most
acknowledged the tensions which exist between them. At one extreme we encounter the
“bitter battles” spoken of by Participant 1. The outcome of that battle he characterized as
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positive, illustrating with a story about teacher enhancement grants with a number of
faculty in math and science.
So they learned real quick that they needed change. And they’re bright
people. They want to be effective... We have really been involved in
PALMS, the partnerships advancing learning in math and science. As a
result of that, as of right now, our math and science faculty are probably
more aware of what should be happening in education than they have ever
been. So that’s a positive. And as soon as a number of them have retired,
it will be even more positive.
Participant 2 describes the differential status of teacher educators on his campus,
saying, “We’ve become fractionated, divided. I hardly have any contact with the academic
people, who are mostly on that side of the railroad tracks.” Some of the academic people,
he explains, are “downright hostile.” This secondary teacher educator explains further that,
“Not only are we fractionated, we don’t have any contact with the elementary people.
We’re just subdivided into our little categories and then we have trouble getting along with
each other within the departments.”
Participant 3, an arts and sciences faculty member, described the phenomenon on his
campus as “maybe a little tense. I think a lot of the arts and sciences faculty look down on
the education faculty as., doing something that’s not as difficult.... On the other hand, I’ve
also heard nasty comments from the education professors I know about the content
faculty ... I would say there is some tension between the two.”
Participant 6, another arts and sciences faculty member, referred to the relative status
of teacher education faculty explaining that, “frankly, in the circles I came from, there was
a huge prejudice against pedagogy as such. There was a complete emphasis on subject.
And the feeling that if you know your subject, you could teach...“ Much later in our
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conversation she shared with me that “There are a number of faculty on the campus who
are hostile to the idea of teacher education. Less hostile, I think, to Secondary...”.
With their historical strength in subject area, secondary teachers and secondary
teacher educators may have endured fewer brickbats than have the generalist teachers in
elementary and early childhood, but may have had to contend with more quiet conflicts
with their academic area colleagues. Without exception, participants in education
departments held at least an undergraduate major in an academic discipline. Identification
with their academic major had the effect of differentiating participants from the generalists
in their departments in favor of affiliating with their disciplines. These teacher educators
affirmed the stereotype of differential status for teacher educators, whether their
departmental affiliation was to the education department or to one of the classical content
areas.
Participant 3, somewhat uncomfortable admitting his critical position, reflected on
conflicts in his role as an arts and sciences-based teacher educator.
I see my roles ... generally as just keeping up good relationships with high
school teachers in the area, and keeping up to date with what's happening
in high schools. I... I should probably... be a lot more aware of, sort of,
research in teacher education. And I'm not aware, and that's something I
really have to spend more time on... It's not something, I don't [308]
know... I don't want to be offensive about this... some of that stuff just
seems like a bunch of nonsense to me. And I mean, the stuff that I've
read, I... can't believe someone got a name in the paper for writing it... It
seems, sort of just... stupid, you know? Either pointless or... obvious. A
lot of buzz words. Words that don't seem to have any meaning to me.
Funny words for the things I already know ...I tell you, that sort of
eduspeak, I find annoying. And I find it sometimes hard to get past that
stuff, to where., something actually maybe interesting being said, but it's
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cloaked in this stuff that I find distasteful and so I have to get past... that
barrier.
Participants’ perceptions of their relationships outside their departments have
significant impact on their work. The character, speed and tone of MERA ’93
implementation on participants’ campuses are defined and described by the nature of
teacher educators’ relationships within their colleges, with the Massachusetts Department
of Education, with their K -12 colleagues, and with their union. This section briefly
explores participants’ perceptions of those relationships.
Relationships within the college
Characterizing the joint stresses of implementation as “threats”, and differentiating
MERA ’93 from passing “fads”, Participant 6 described the relationships of teacher
educators with others on her campus. “We've discovered we have much in common and
we have been encouraged to recognize our mutual dependency, I think.” These
discoveries had come in the wake of some serious storms on this campus, to which she
had alluded previously in conversation. Describing the outcomes, she continued
Any perceived threat to the status quo has its healthy element. ...
because people will really prioritize and fight for the things which they feel
are very, very important. And some of the things that aren't so important
are, if not eliminated, sometimes down played. ... there are fads in
education as in everything else. ... I think threats like this can make us
remember the constants, the things that really are important no matter
what. You know, when you start to hear people say, "well, I'll give up this,
but I will not...", something healthy is happening. It's exhausting to live in
this kind of state of constant turmoil, but... A certain amount of change
simply is necessary.
All of the relationships held by this participant group have been changed by, or jostled
by, the addition of education reform initiatives and directives into the campus culture.
Relationships with colleagues across Participant 7’s campus suffered from the initial
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introduction of reform initiatives. He spoke in measured words of those who had been
“stalking the education department.”
As is the case in most institutions, not all of the segments of the institution
are marvelously cooperative with one another. ...The apparent hostility of
the education reform act and its teacher education character was to
denigrate teacher education. And that became ... for a time it became a
basis for certain segments of the college to attempt to wrest from the
control of the education department control over its own affairs. And there
was a bit of hostility there for a time while that was going on. I think that
that was a very unfortunate characteristic of what happened. Those who
thought education departments generally are bad and inadequate ... saw
this as an opportunity to knock them down. And so the education
department was on the defensive for about two years.
He did report that “Generally speaking, the relationship is a very positive one, in ’98.”
This speaker trusts in the essential goodwill of his colleagues to weather this, one of many
sea-changes within his history as a teacher educator.
Relationships between teacher educators and others within Participant 12’s campus
appear quite different.
Well, the faculty by and large has been here for about twenty years, so...
because we undergo the accreditation every five years, or some times
sooner depending on changes, that’s when we work most closely and
we’re thrown into working groups with people in the disciplines, and
because we’ve been here a long time we’ve gotten to know each other. ...
we kind of renew the sit down and work together relationships every time
that the accreditation things roll around.
The work of secondary teacher education was new with the MERA ’93 on Participant
5’s campus. In their third year of secondary teacher education at the time of the
interviews, the college added the subject area specialist certificates in the wake of revised
certification regulations. She described the relationships built to accommodate the new
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structures of working together positively, anticipating good outcomes of the proposed
partnerships with subject area coordinators, who will soon be supervising student teachers
in their disciplines.
Relationship with the Department of Education
Participant 1 was one of many who spoke of the relationships between teacher
educators and state agencies, specifically including the Massachusetts Department of
Education. His history with education reform has lent a certain distrust of the processes
and promises which surround introductions reform initiatives. During the years from 1990
to 1993, working with the state union, he met with legislators and elected officials who
spoke about how they were going to fund this reform. Concerned about whether, five
years from then, the plan would be in place and the funding for professional development
and mentor teachers would be provided, the union group was assured that the funding
would, indeed, not be a worry. In 1998, Participant I’s words, “Many of those legislators
are no longer in office and so the promises made about funding still remain to be seen.”
The elections of November 1998 affirmed the places of the governor and his education
committees. Possibilities that past political promises will be kept are as likely as the future
presence of funding for the innovative and expensive restructuring of teacher induction
proposed by prior governmental agents.
Participant 7’s wry humor appeared again in his statement about a senior education
official, “I was asked by a newspaper reporter not long ago what I thought of James Carlin,
so I said, very carefully, that he is probably a very good insurance salesman, and there
was no further conversation. It never appeared anywhere, but I think it was a pretty good
answer.”
Participant 8 was quietly critical of those “in the hub of the affairs,” saying that they
“should be people very knowledgeable in education, with some experience in public
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schools, in terms of teaching in the public schools and in teacher training.” Though he
“has tried to stay away from” considering the politics of Massachusetts, he stated that “a
reform law of any type is effective only to the extent that those who implement the act are
knowledgeable in the area.” Affirming that the broad policy guidelines must come from the
state, he offered gently that “I think that those who issue the guidelines need to be more
knowledgeable in the area.” Participant 5 agreed with his critical stance, allowing that
“The DOE is in the middle of a bad place,” and predicted that relationships between DOE
and teacher educators will continue to be “us/them” until “they can conceive of a reform
act that allows us to work together and create opportunity for teacher certification together.
And that doesn’t exist right now.”

Relationship with K-12 colleagues
What does exist right now at each of these schools is a complex, positive and powerful
set of relationships built of student teaching placements and partnership agreements with
local school systems. Over the histories of the “people’s colleges,” student teachers have
studied at the college and practiced as novice professionals in neighboring systems.
Placement and supervision of student teachers form powerful bonds which inform
professional practice at all of the institutions participating in these partnerships. Participant
5 liked supervision. She enjoyed “seeing the teachers grow at that rate, the pre-service
teachers... and it does create a certain bond between the schools and the program. Or
not, depending on the supervisor.” She spoke of the relationship with neighboring K-12
systems realistically, acknowledging the geographic reality that hers was the area’s only
public college.
So ... We’re it. They have to like us. And that’s a very tenuous position, I
think, for many reasons. One, we’re ... I don’t think anybody is always
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likable or a program is always likable. And so ... we’re always at the
tension of having to be more than what we are or more than we want to be.
Empathetic stances to K-12 personnel struggling to implement the MERA ’93 were
evident across the participant group. Speaking of institutional challenges presented by the
reform initiatives, Participant 11 said, “They hamstring the principals.” He empathized
further, “Ed reform has just asked them to do these things, and has provided this kind of
generic resources to do so, but really hasn’t given them the power to control where those
resources were used, where to control the hiring process or to control even professional
development in their schools.” Participant 6 reflected on the relationship between K-12
faculty and teacher education faculty as she recalled a learning moment from her early
supervision. “I was startled by the fact that middle and high school teachers appeared to
be overawed when walked into the classroom.” In two cases, she said, “they were
detrimental to the poor student teacher because they were so nervous it seemed that they
felt that they were being judged.” Speaking of the lot of K-12 teachers, Participant 12
suggested that"... the best thing for the schools would be to give teachers and principals
more authority and let them close their doors and do the best job they can.” He does not
think that will happen.
The group also presented some fairly critical stances. Speaking of implementing some
of the promising practices implied by the Curriculum Frameworks, Participant 1 said that
“effective high school teachers have been doing these things for twenty years. The
problem is the ineffective, mediocre teachers who are out there, and there’s lots of those.”
He explained that the source of his opinion was his experience placing student teachers.
“There are only a few schools where I’ll place student teachers because there are just not
many good programs out there. A lot of harm is being done to kids on a daily basis. I
have, right now, 120 students who do field reports on twenty hours of work in schools. So
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as I read these field reports, I know exactly what’s going on in schools.” In his opinion,
secondary education has been the most difficult thing to change in K-12. Changes which
have occurred in the public schools have started in early childhood and elementary, “then
go through middle school and then stop at the high school.” The only thing that’s
encouraged secondary education to change “is top down directives that had a major
impact on their funding.”
Relationship to the union
Issues of workload dominated participant mentions of the MSCA (Massachusetts State
College Association) union. Their relationships to the union present a wide variety of
responses, all focused on the contract. Participant 1 is articulate about the difficult
ongoing conversations around the union contract, due for renewal or replacement at the
time of our interview. “We’re living in an environment where Carlin wants us to do more, to
teach more and be compensated less.”
Working through the summer to rewrite portfolios, juggling work requests for
workshops for high school educators “desperately” seeking professional development
assistance and teaching both graduate and undergraduate classes, participants were
clearly challenged by the complex mix of “day load” and “overload” activities which occupy
their days and their evenings.
Participant 12, interviewed in the middle of the academic year, spoke of the union
contract which determines his workload.
The contract determines how many classes equals a teaching load, how
overload teaching is to be treated, how many students constitute a credit in
terms of independent study or in terms of supervising a practicum. But all
of that hasn't really changed very much. We have a union campus,
meaning that you pay the activity fee, pay the union dues, whether or not
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you belong to the union, so everybody belongs to the union. I'm not active
in the union. Don't go to union meetings, don’t serve on union committees.
Coordinator of a program characterized by interdisciplinary curriculum and integrative
methods, Participant 1 values team teaching as a modeling practice for his program
students. Participant 1 spoke of the financial obstacles to team teaching presented by the
MSCA contract.
When I team taught in the clinical masters, I taught with two other teachers,
a four-credit course. One of us got two credits, the others of us each got
one. A better way would have been to have each of us present for every
class, but they weren’t going to compensate us for that. So what it became
was tag-teaming... It’s possible to get creative using three faculty members
and having it equitable. But to ask someone to plan a course and commit
to 45 hours of class time plus planning time, it winds up being less than $10
an hour. For professionals, this is not appropriate.
Participant 2 ascribed the changed relationships on his campus to
...the coming of the union on this campus. The Union seemed to change
relationships between faculty and administration. Now the position is that if
it’s not in the contract, we don’t do it. ... but everybody is so contentious.
Faculty members are saying this is one contentious campus.
He noted that he doesn’t teach any overload. He teaches two sections of two courses,
two in the day and two in the evening. He is present on campus every day for about six
hours. Acknowledging that he is one of the “old-timers” on his campus, he reflected that
“things have gotten far more formal” and regrets the imposition of the contract’s complex
evaluation system and emphasis on portfolio preparations for those seeking promotion or
tenure. When he got tenure, “I think someone said, Oh, by the way, we gave you tenure
last year.” He characterizes the current realities by saying “Now there is a protocol, just a
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protocol, it’s making something very simple very complex. This is happening on all fronts.
Extra-curricular stuff, harassing us. That’s how I see it.”
Participant 5 looked pragmatically at the contract which, in her view, surrounds and
supports the work of teacher educators on her campus, like all of the other colleges in the
study, “a union shop.” She recalled the advice offered as she took the chair of her
department. “One faculty member told me three things: don’t let things mushroom, you
are not the target, and the contract is your friend.” In her view,
This is where we begin. Whether we make that the maximum or the
minimum then defines who we are. If we make it the minimum, I think we
become good or great. I think if we define that the maximum, we close
doors and close business.
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CHAPTER 5
LEGACIES AND LOOKING FORWARD

At the end of a pilot research presentation in 1996, this researcher stated an intention
to continue studying education reform in Massachusetts.
Reform of public education mandates reform within the higher education
establishment. Accommodating these transitions through the process of
education reform will dominate the time and attention of Massachusetts’
academic community. I would like to mark these moments.
This study marks the first of what may be many attempts to track the processes and
progress of implementing education reform in Massachusetts. This chapter will discuss
the findings of this research to date. Sections which follow consider (1) the research
questions, (2) the themes elicited from the data, (3) the legacy of MERA ’93, from the
participants’ perspectives and (4) legislation subsequent to MERA ’93 which defines the
context for future implementation efforts -- higher education’s accountability movement.
Concluding sections for this chapter address the study’s implications for practice,
implications for further research and pose some of the researcher’s unanswered
questions.
The Research Questions
This study began with a series of questions regarding education reform and the MERA
’93. Focused on secondary teacher education programs, these research questions have
guided the interview structure, data collection, data analysis and presentation of the study.
The study’s original research questions include the four discussed below.
What aspects of the Education Reform Act most strongly influence the public
secondary teacher educator?
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Changes to the certification regulations resultant from MERA’93 presented the
strongest of influences on the teacher education community, as expressed by study
participants. Alteration of the accrediting cycle significantly affects the workload of teacher
educators, those responsible for program presentation, portfolio preparation, or new
program proposals.
Anticipation of MERA ‘93’s testing requirements for prospective teachers presented
significant challenges on participants’ campuses. Murky communication from the
Department of Education and mid-process changes caused speculation and uncertainty in
the advent of results from the first administration of the Massachusetts Teacher Tests
(now known as the Massachusetts Educator Tests). This interviewing study was
completed during the 1997-1998 academic year. The interview series began before the
effective date for teacher testing and concluded before results of the first test
administrations were released (see Timeline included as Appendix). A follow-up study to
gather the responses of study participants to the outcomes of the teacher test is proposed
later in this chapter.
Secondary programs, historically featuring a completed major in the certificate
discipline, required less revision to accommodate the mandates of reform than have
elementary majors. A majority of the participants affirmed that adding or accommodating
the liberal arts and sciences major requirement of the legislation has posed significant
challenges for generalist programs on state college campuses.
The recertification process presented in MERA ’93 provided a new perspective on
professional development for K-12 teachers and for the state colleges that have
historically provided their support. Participants detailed several initiatives which have
resulted from the influence of MERA ’93, including: (1) development of clinical master’s
programs, (2) inception or promotion of Curriculum and Leadership Centers, (3) workshop
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series focused on implementation issues, and (4) interdisciplinary certificate programs to
facilitate professional development and recertification.
What are the responses of the secondary teacher education community to this most
recent attempt at systemic reform?
Participants in this study have collaborated with colleagues to discover program needs
considering the legislation, conferring together to discern the impacts of each new change
in certification requirements or evaluation plans. Their efforts to create and sustain new
programs and partnerships have provided secondary teacher education programs with the
primary implementation successes of the MERA ’93.
Communication between and within departments has been a required response on
campuses attempting implementation of MERA ’93 initiatives. One common response
reported by participants was an increase in the number of meetings where teacher
education issues were discussed by interdisciplinary groups. Whether the subject was
professional development programs and series, incorporation of the Curriculum
Frameworks into college course content, adoption of new programs, or loss of under¬
productive programs, campus communication has proven essential to any success in
implementation.
On every campus represented in this study, teacher educators have modified
programs to reflect the change in standards presented in the revised certification
regulations. The addition of Professionalism and Problem-Solving to the existing
standards and a new focus on Equity in the teacher education curriculum presented
opportunities for inclusion of these concepts in curriculum design and evaluation on
participants’ campuses. Modifications of or sweeping changes to graduate programs have
resulted from the shift in certification requirements for Standard certification and ongoing
professional development for certified teachers.
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How does implementation of the MERA ’93 affect the work of secondary teacher
educators?
Participants shared several ways in which their implementation activities and efforts
have changed their work. Preparing prospective teachers to meet the standards of the
new certification regulations, these teacher educators have been responsible for
interpreting and disseminating the new regulations for campus implementation.
Institutionalization of these changes will take a cycle of years and will be informed by the
intelligence of self-study and external evaluation.
Teacher educators are faced with a need for but no funding for mentor teachers. In
turn, they have created workarounds, including workshops and facilitative partnerships, to
nurture and support practicum students in an increased number of field placements.
Re-defining program philosophies and practices to meet accreditation requirements
has created an increased burden on teacher educators. With a new emphasis on national
accreditation presented in the MERA ’93, each campus has had to decide whether or
when to compete for NCATE approval. Decisions to apply for national level accreditation
necessarily engage an entire campus in the program overhaul that will allow for NCATE
approval of provisional with advanced standing certification programs.
How has the MERA ‘93 affected secondary teacher education programs in the
Commonwealth?
Relatively stable in their structures since the Committee of Ten reformulated
secondary education in 1893, most secondary programs have changed only minimally in
their structures to accommodate the mandates of the MERA ’93. Secondary programs on
participants’ campuses generally required only modest accommodations to meet revised
standards for program approval. More important in terms of implementation, the
secondary programs have served as a model for early childhood, elementary and special
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education program modifications. On balance, the secondary programs have provided
useful templates for the creation of content-based courses in the liberal arts and sciences,
as well as models for interdisciplinary planning and collaboration for the generalist
programs.
Most importantly, the implementation of MERA ’93 has changed the affective
environment in which secondary programs exist. Kagan’s 1990 work alluded to the
“fragmented and ambiguous identity of professors of education” (p.157). To his “collection
of tensions” characteristically affecting schools of education, the MERA ‘93’s mandates
have added a new level of threat and tension to the processes of preparing preservice
teachers. The legislation’s focus on accountability and the adoption of standardized testing
requirements that require an intimate knowledge of the Curriculum Frameworks have
stressed the teacher education professoriate.
Campus responses have differed significantly from one another, evident in the study
participants’ description of the changes wrought by implementing MERA ’93. Some, called
to collaborate with Arts and Sciences faculties, have responded in collegial and inclusive
ways. Others have responded by growing more insular and “fractionated” in the face of
interdisciplinary cooperation and planning.
Themes: a discussion
Education reform agendas emerge in tandem with social transition and cultural change
(Fullan, 1990; Tyack; Cuban, 1993). This study’s focus on secondary teacher educators
reveals some unifying threads which appear through this transitional period of education
reform. The themes which emerged from this study reflect participant concerns about
both the present and the future of teacher education. Discussion of these themes clarifies
the teacher educator’s responses to the multiple challenges of implementing education
reform.
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Collaboration
The “integrated system” philosophy with which Boyer (1990) defines this decade
motivates change toward collaborative relationships within colleges and universities as
models for the desired changes toward a “systems” approach in K-12 education. As the
curriculum of the K-12 system shifts and flexes to incorporate the Curriculum Frameworks,
the curriculum of teacher preparation must similarly flex and change. When higher
education’s expectations of teacher candidates’ knowledge and skills are aligned with the
expectations of and for K-12 accomplishment, the system of education in Massachusetts
may begin to function as one.
One clear intention of the collaborative methods encouraged by the MERA ’93 is to
integrate the Commonwealth’s K-16 institutions to advance common goals and
expectations. The Common Chapters of the Curriculum Frameworks stand as one
foundational work of an effective collaborative process across the Commonwealth’s K-12
educational system. The integrative, paradigm-shifting common sense of the Common
Chapters has, in the opinions of at least two of the study participants, been largely
ignored since publication of the subject area frameworks. The seven volumes of the
Curriculum Frameworks have become required reading for higher education faculty, as
well as K-12 faculty, in the current era of standardized testing. Participant responses
consistently included the centrality of the Curriculum Frameworks to the curriculum of
methodology and curriculum instruction and design courses.
Participants reported varying success at adopting the tenets of collaboration and
interdisciplinary consensus. Characterizations of collaborative endeavors ranged from the
“fractionated” campus of Participants 1 and 2 to the “collaborative” campus of Participants
4 and 5. Between them on the continuum were the team-teaching Participants 6 and 7,
effectively sharing a cohort group and an educational philosophy, but based in distinctly
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different departments on a campus they both term “hostile” to Education. In the months
after the study’s interviews were completed, legislators and administrators have made it
clear that it is not only on individual campuses that the environment is hostile to educators.
Post-study response to the results of the Massachusetts Teacher Tests and to the first
administrations of the MCAS tests in grades 4, 8 and 10 includes sharpening curricular
focus on Frameworks content. New opportunities for collaboration have been presented
to higher education faculties in the wake of the first cycle of teacher testing. Improved
passing rates on the Massachusetts Educator Tests are a requisite for continuing program
approval. Teacher education faculties across the Commonwealth are meeting during this
period to establish and assess effective remediation programs for preservice teachers
whose certifications depend on attaining a passing score on the two-part test. This
collaborative and focused work is progressing within a context highly charged with
dissension and conflict over contentious contract negotiation.
Fullan (1994) characterized educational institutions as “increasingly complex” and
suggested that, within the process of accommodating change, “new organizational
identities will emerge to facilitate dynamic processes and concurrent, multidimensional
changes” (p.4). Participant descriptions of collaborative initiatives focused on
implementation hint at the potential significance of the “sea change” that could emerge.
The tides of reform are best seen in Fullan’s theories as “an overlapping series of dynamic
complex phenomena.” Mixing the metaphors, Massachusetts teacher educators are
experiencing difficulty with the interaction of the changing political winds and the currents
of significant reform. In the best of outcomes, they will emerge from these turbulent times
with a pragmatic acceptance of institutional change as exciting, rather than threatening, as
collaborative instead of coercive, and as an interrelated group of concurrent processes.
Entering the 1998-99 academic year without a contract, the MSCA has chosen a work to
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rule response to the threats presented by contract discussions - the same BHE whose
legislation would have the institutions of higher education collaborate to consider the
interrelated knowledge of academic disciplines together refuses to negotiate a contract
recognizing tenure and faculty autonomy. “Work to rule” is hardly a fitting environment for
nurturing collaborative energies.
Communication
Both facilitating and facilitated by collaborative philosophies and structures,
communication is a central requirement for effective organizational progress.
Communication is the currency and the context of schools. It is the medium of instruction.
It is the product and the process of learning. Communication defines the intellectual
context within which decisions get made and effected, within which reform initiatives are
accepted and implemented or debated and evaded.
Study participants confirmed that challenges to the relationship between teacher
education faculty and the state’s educational hierarchy have been presented by unclear
and contradictory communication. From miscommunication about the weight and import of
the April and July teacher test scores to more recent threats to program approval,
difficulties communicating with state administrators were named by the participants as
pandemic and unavoidable. Post-study exchanges of harsh words and angry letters
between MSCA and Board of Education Chair James Carlin only underscore the poverty
of current communication within and across higher education and the state legislators
responsible for it. An angry “clarifying” letter from Chairman Carlin to state college
newspapers was printed on campuses across the Commonwealth.
Gardner’s admonitions about what life in higher education might be like during this
decade predicted that it would be “something like it was during the great depression
years.” Many of his markers seem present in the current environment. We have become
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all too familiar with “demands for retrenchment, angry confrontations between faculty and
administrators” and with “legislative demands for colleges to be more accountable.”
Accountability
Within this context of education reform, accountability has become a tangible force.
Tensions around the formats, expectations and outcomes of accountable assessment
pervade teacher education environments. Gardner’s predictions continue with his
assertion that, “Faculty morale will decline, and administrators will be blamed for all kinds
of unfortunate occurrences.” True enough, to date. “All professional schools, but ed
schools especially will be called upon to demonstrate a heightened relevance to society."
In the aftermath of the MERA ’93 mandated testing, the search for relevance is
overshadowed by the threats to continued existence as teacher education schools.
Accountability has emerged in a format more standardized and more “efficiency” oriented
than any since Callahan’s (1962) “scientific” models created a mechanical metaphor for
schools. Participants spoke of this “era of efficiency”, drawing clear parallels between this
iteration and its predecessor. Participants 5 and 9, in particular, mentioned the historical
resonance and mechanistic metaphors.
As the Commonwealth approaches planning for the fifth year of implementation, state
colleges expect several new initiatives to emerge from legislative bodies and
implementation committees. Among the anticipated changes are: significant revision of
the certification regulations, revised accountability standards for prospective teacher
testing, clearer delineation of the standards for retaining program approval, and attention
to the new BHE productivity policy to determine which programs at state colleges will be
retained and which will be discontinued for low completion rates. Another anticipation, a
recycling rather than a change, centers around college expectations of and for program
approval under the new and revised certification regulation.
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Status and relationships
Teacher educators are central to the implementation of educational reform. Whether
one agrees with Wisniewski and Ducharme (1986) that the education professoriate is
historically and legally secure or with Mackay (1989) that they have been treated “like
Cinderella - tolerated by her academic sisters only for the work she performs “(p. 64), the
central place of teacher educators in implementing education reform is indisputable.
Though their responses included some aspects of the affective range, participants
reflected on their place in the colleges with images of conflict, threat and hostility
considerably more often than they reflected on their historical or legal security.
Though Ducharme and Ducharme (1996) affirm that educational reformers are finally
making the connection between teacher preparation and what occurs in schools, far too
much negative energy has been fostered by recent implementation and assessment
issues to promise any near-future optimism about improving the relationship of the teacher
education professoriate and the Board of Higher Education. Campus relationships fare
somewhat better in these times, it seems, though at the negative end of the range of
participant responses they still cite hostile, contentious and fractionated environments far
too often.
Standardized testing has replaced standards in the language of the Board of Higher
Education. Insults and accusation color the exchanges between the union and state
government. Metaphors of efficiency and production dominate assessment conversations.
The status of teacher educators is changing, a metamorphosis whose final character is not
yet apparent. Mid-process, teacher educators are vulnerable, threatened by the stresses
of changing expectations and shifting resource allocations. A defensive posture, rarely an
attractive social stance, is the one teacher educators have begun to assume.
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The Legacy of MERA ’93: Participants’ responses
The last of the questions on the study’s interview guide asked “What do you see as the
legacy of the Education Reform Act, five years from now?” Most of the participants
smiled, some wistfully, before they answered. Each took a moment to consider the
question in light of the two interviews. Their responses were generous, realistic and
informed by their experience with education reform and with public education.
Participants predicted the five-year legacy of MERA ’93 with responses that ranged
from Participant 2’s “minimal impact” to Participant 10’s assertion, “They could devastate
education in Massachusetts.” In agreement with Participant 2, Participant 5 believed that
“it will be dead. I think its legacy is yet another cycle. Another reform.” Voicing their
hopes and their fears, participants expressed guarded optimism and resignation in their
responses.
Participant 12 hoped for “an unsticking” of the “logjam of sameness among schools.”
He continued with, “I see reason to hope that there will be a creative ferment and a critical
mass reached for change and for flexibility, for tolerance for ambiguity, for thinking in
terms of diversity and multiplicity of programs.” He saw it as a strength that “we’re
understanding more about learning, that different learning styles and different intelligences
means that there isn’t a right method, or that there isn’t a right way of packaging
curriculum.”
Participant 6 reflected that “I think it has changed certain things that have made us
realize what we must do for ourselves” and spoke positively about the future, anticipating
“the need to be self-defining.”
Participant 7 predicted potential benefit as the legacy of MERA ’93, hoping that the
legacy will be beneficial. He was not sure, “given the competition with so many other
realities of education today,” that it will be.
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It’s possible that the emphasis upon teacher preparation may have some
benefit to the reputation of teachers in our society. They have to have
more degrees, they have to have continual preparation, and it may be that
society will accept the idea that teaching really is important, and that
teachers are valuable people.
Participant 8 was cautiously and pragmatically optimistic. He spoke about the impact
of the Curriculum Frameworks as he predicted the five-year outcomes of the legislation.
He viewed the Curriculum Frameworks as a “blueprint.”
I think greater emphasis might have to be placed on curriculum
implementation, with regard to the Curriculum Frameworks. I think, the
course I teach now, I have changed the content of the course to having the
students evaluate and analyze a curriculum document, so as to identify
implementation requirements. The framework, as the title suggests, is a
blueprint for how I prepare my students [prospective teachers] to use the
frameworks as a blueprint to develop their own school and individual
subject curriculum.

Participant 4 also based her predictions of the MERA ’93 legacy on the impact of
implementing the Curriculum Frameworks, expecting either “frustrated” or “disgruntled”
people. She anticipated “a lot of colleges that have changed their... teacher preparation
programs to meet more of the Curriculum Frameworks in passing a test rather than
teaching the way we want, the way we’re doing now.” Further, she predicted that “the
Curriculum Frameworks are going to start tightening in and restricting academic freedom
and flexibility in what gets taught and how it gets taught.” She considered these “definite
drawbacks” for teacher education’s future in Massachusetts.
Participants feared a critical loss of reform’s energy and direction. Participant 12
voiced a fear “that teachers will be exhausted and will... pull back and go through the
motions.” Participant 2 agreed with his prediction, saying, “I think that teachers are unable
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or unwilling to change the way they teach ... in part, because they are so harried that they
have no time to plan.”
Several voiced concerns that the reform act is too ambitious, that it expects too much
at once. Expanding on that concern, participants mentioned the complexity and scope of
the MERA ’93. “It’s throwing inclusion at teachers, it’s throwing technology at teachers, it’s
throwing de-tracking at teachers, it’s throwing frameworks at teachers” and, in Participant
12’s words, “it” is doing so “with ambivalence about whether it’s really because we think
your time has come to flower as professionals, or we just want to save money.”
Participants also feared that funding for this complex undertaking will be gone.
Participant predictions tended toward the pragmatic, based on their assessment of the
legislation’s present aspect. Participant 2 believed that the critical intention of the
legislation is rightly based in the needs of the public schools. In his assessment, “the
public schools by and large are out of control. Umm.. students for any number of reasons
are performing at marginal levels at best.”
Participant 1 spoke dubiously of the likelihood of full implementation, explaining that,
“Governments in general are notorious for proposing big changes and then letting them fall
by the wayside. So the impact has already happened.” He continued
Now, in terms of going from awareness to actual implementation? That’s
the step that needs the most support. And that’s the area where things are
in biggest jeopardy right now. If you were to go out into schools now, you
would see that 20% have bought into it full time, are doing all of the things
that should be done under ed reform. 20% aren’t going to change worth a
lick. They’re waiting for retirement. And the other 60% will go whatever
way the leadership sends them. So if you have weak, cowardly leadership,
like they do in most schools around here, they’re not gonna change.
In counterpoint, Participant 9 optimistically placed the legacy of MERA ‘93 within the
control of politics and public perception. Stipulating clearly that, as a precondition, the will
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of the people and the will of the legislature stay intact and focused on improving education,
he believed that MERA ‘93
will have tremendous impacts. ... I think it depends on whether the public
will really see growth. Will they see significant changes in the schools five
years from now? I think that they will.In my education career, this is
the third or fourth reform. But this is the first one that had teeth and money
and expenditure and a will and a commitment to it. So I’m very optimistic.

Higher Education’s Accountability Movement
The “accountability movement” in Massachusetts higher education is both predicted
and defined by the expectations and plans expressed in recently disseminated state level
publications. Specifically, two documents -- released in July and October of 1998 -- focus
on higher education’s role in preparing teachers to address the scope and standards of the
Massachusetts Education Reform Act of 1993. This section explores the immediate future
of accountability in higher education by considering “Enhancing Teacher Quality” and
“Creating Tomorrow.” The concluding paragraphs of this section discuss these initiatives
in light of a November, 1998 Phi Delta Kappan article focused on the state’s role in
shaping what Dan French calls “a progressive vision of public education.”
Enhancing Teacher Quality: the 12-62 Plan
“Enhancing Teacher Quality: Chapter 260 of the Acts of 1998. The 12-62 Plan,”
introduced July 27, 1998, discusses recent amendments to Chapter 10 and Chapter 15A
of the General Laws that provide funding and formats for enhancing teacher quality in the
Commonwealth. Chapter 260 of the Acts of 1998 outlines the Commonwealth’s agenda
for addressing teacher quality. Section 3 of Chapter 260 establishes a “Teacher Quality
Endowment Fund” to be administered by the commissioner of education. The legislation
advocates using interest (not more than 50% each fiscal year) from a $60,000,000
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investment to facilitate the recommendations contained within the Act. Among the more
important of the recommendations are: (1) an “incoming teacher signing bonus program”
introduced in Section 19B; (2) the “Massachusetts master teacher corps program” outlined
in Section 19C; (3) a “scholarship program” to encourage outstanding high school students
to teach in the public schools; and (4) the development by December 31,1998 of the “1262 Plan for Strengthening Massachusetts Future Teaching Force”.
This set of legislated expectations includes a goal of establishing a “professional life
cycle for teachers,” a plan which includes such elements as (1) implementing the
Massachusetts master teacher corps program; (2) establishing a low cost district-based
certification path for apprentice teacher mentored by master teachers; (3) amending the
recertification requirements to ensure that “all educators retain mastery of their subject
matter” and are held accountable to the “highest standards of professional performance”
and (4) making such changes as may be necessary to the statutes, regulations and
operations of the retirement board to “encourage school districts to provide teachers who
are entering the profession, re-entering the profession, or scaling back on their time
commitment to the profession” opportunities for job-sharing and part-time arrangements.
Commissioner of Education David P. Driscoll’s Framework for Strengthening
Massachusetts’ Future Teaching Force, “The 12-62 Plan,” outlines the commissioner’s
view of “comprehensive state action for improving Massachusetts’ future teaching force.”
This improvement will occur by means of “attracting, training, retaining, mentoring, and
developing our top teachers into masters of their profession.” The plan features
recommendations for “Setting the stage: Attracting the Best and Brightest” and introduces
the “Teacher Life-Cycle” of induction, mentoring, and career development.
Harking back to the recommendations of the JTTP a decade ago, this “12-62 Plan”
encourages such initiatives as free tuition at public colleges for promising teacher
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candidates and “apprentice teachers” who will be inducted and mentored by “master
teachers.” Also recommended is funding for a program to create a corps of 1,000 master
teachers by 2003. This corps will attain the designation of master teacher by completing
the National Board for Professional Teaching Standards (NBPTS) assessment as well as
an additional content test. Finally, funding for training mentors, though in this iteration that
funding will be directed toward NBPTS, rather than toward Massachusetts state colleges.
The Commissioner’s statement of July 27, 1998, ends with an indication of the intent
and origin of these new policies. “There are other elements and details to this framework
to be worked out, but I believe we must seize this opportunity to use the results of the
Teacher Tests to move aggressively in strengthening Massachusetts’ future teaching
force.” The policies clearly originated in the wake following teacher test score releases.
Their intent is as clearly to promote continuous improvement in the teaching force of the
Commonwealth.
In a separate “Timeline for Proposed Activities,” the Department of Education specifies
plans for programs and initiatives to be funded by the Teacher Enhancement Quality
Fund. The timeline lists specifically: Tomorrow’s Teachers Clubs, Teachers for Tomorrow
Scholarship Program, Teach for Massachusetts, Attracting Excellence to Teaching,
Master Teachers/National Board Certification, Apprentice Teachers and Alternative
Certification, and Job Flexibility.
Several of these programs and initiatives affect higher education in what may emerge
as important ways. Teach for Massachusetts, for example, is a program for attracting
excellent college graduates or mid-career professionals to teach in Massachusetts. The
action bullets of the printed timelines describe a summer intensive program of practice and
study. Successful completion of the summer urban student-teaching and seminar
experience will ensure the intensively prepared candidates a mentored position in
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Massachusetts schools. This corps of up to 50 teachers will prepare in pedagogy and
teaching practice within the K-12 system. No reference to collaboration with higher
education’s approved programs appears within the description of this alternative
certification program.
Master Teachers/National Board Certification, another program initiative, states a goal
of “a corps of 1000 master teachers by 2003.” Master teachers will be NBPTS certified.
The Commonwealth will fund the costs for forty-four teachers to prepare for the National
Board Certification process in the current fiscal year. There are currently 7 Board Certified
Master Teachers in the Commonwealth, says the report, with approximately 30 applicants
awaiting notification of their results. Master teachers who are mentors and who pass a
test in their subject “will be awarded $5,000/year for up to 10 years upon successful
completion of their certification for a total of $50,000.” No role for Massachusetts higher
education is mentioned within the program description.
Apprentice Teachers and Alternative Certification describes possibilities for alternative
certification paths, citing a variety of models. “Requiring mentoring for all new teachers in
Massachusetts, creating opportunities for new teachers to teach four class periods
independently while co-teaching their fifth class with a Master Teacher, and implementing
the INTASC model as a standard ... are possible alternatives to our current system [higher
education’s approved programs] that are under investigation.” Within this program, higher
education may accept an alternative role in teacher preparation. “We are looking” says the
report “to develop a new Master of Arts program for teachers based in the Schools of Arts
and Sciences in partnership with schools of education.” The report continues: “The Master
of Arts will be an alternative or supplement to NBPTS certification as means to earning
standard certification.” The Arts and Sciences base of the proposed Master of Arts
program presents a clear modification of the normal order in the state colleges. The
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proposed partnership validates the views of this study’s participants positioned in Arts and
Sciences departments. However, recalling the words of participants who spoke so
strongly of territory and ownership within Master of Education programs, we might predict
significantly different responses of Education-based participants.
Creating Tomorrow
“Creating Tomorrow: Preparing the Next Generation of Teachers” presents the Board
of Higher Education’s recommendations to then-acting Governor A. Paul Cellucci.
Outlining six separate goals, this set of recommendations presents more than twenty
recommendations for improving the commonwealth’s teacher education outcomes. The
Board of Higher Education presented its recommendations in October 1998. “Creating
Tomorrow: Preparing the Next Generation of Teachers” presents a statewide plan for
“action and results.” The introductory section of the recommendation report states:
The Governor, working with the Boards of Education and Higher Education,
is determined to move Massachusetts to the forefront in teacher
preparation nationwide. The commitment to developing the best system for
preparing teachers has never been more compelling or urgent. The
Commonwealth’s investment in education reform demands nothing less.
From MERA ‘93’s “emergency” status, legislative language introducing teacher
education initiatives has evolved into “compelling” and “urgent” “demands.” Frankly
focused on the election-year results of the Massachusetts Teacher Tests, the
recommendations in “Creating Tomorrow” present a plan for “Improving Quality and
Performance” and establish six goals for the statewide plan:
•

Goal 1: Hold all campuses - public and independent - accountable for program

and student performance.
•

Goal 2: Commit institutions to high standards and continuous improvement in

quality performance.
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•

Goal 3: Ensure that students from approved programs will have the knowledge

and skills that are needed to pass the Massachusetts Teacher Test.
•

Goal 4: Attract academically well-prepared students from diverse backgrounds to

the teaching profession.
•

Goal 5: Retain highly competent teachers.

•

And Goal 6: Promote ongoing systemic change.

At least regarding Goal 3, it appears to this researcher that the cart of the teacher tests
has preceded the horse of Commissioner Driscoll’s 12-62 plan. Page 11 of “Creating
Tomorrow” refers to the September, 1998 report of the Massachusetts Education Reform
Commission. That commission concluded that “although practices have been instituted to
improved teacher quality at the district level, at the Board of Education, and in institutions
of higher education, implementation has been piecemeal. It is time for these efforts to
become deeper and more systemic.” An interesting statement follows, evidence that
higher education’s role is indeed central to the undertaking of education reform. The text
reads, “Education reform will ultimately be successful only when higher education is an
active partner with shared responsibility and accountability.”
Participants in this study hoped for nothing less.
The State’s Role
In a November 1998 article for the Phi Delta Kappan. “The State’s Role in Shaping a
Progressive Vision of Public Education,” Dan French addresses the state’s role in shaping
a vision for public education in a context of educational reform. In this article, he speaks to
many of the concerns raised by study participants regarding state education agencies and
school districts “rethinking and reshaping” their roles.
French alludes to examples of states and districts that, “under the banner of reform
and the pressure to increase academic performance, have created policies and
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requirements that increase their control over schools and compound the bureaucracy
under which schools have to survive.” Calling these “natural tendencies” for large
organizations seeking “to influence and leverage change," French continued. “The result
has been a proliferation of practices that cause concern among those many educators
who are truly committed to building a vision of public schooling that benefits all students.”
Using Massachusetts as a case study, French examines the “recent state movement
toward adoption of curriculum frameworks and state assessment tests as vehicles in the
search for accountability and increased student achievement,” pointing out the essential
conflicts between the intent and the implementation which have confounded the efforts of
educational institutions to implement reform initiatives.
French pointed to the creation of the “Massachusetts Common Core of Learning”
as a laudatory and inclusive collaborative effort among many constituencies. His article
affirms the work of discipline-based committees that outlined the Common Core, intended
as the base document for the Curriculum Frameworks. Committees of 25 members each
focused the eventual frameworks for the seven curricular disciplines: English/language
arts, mathematics, science and technology, social studies and history, the arts, world
languages, and health. The draft frameworks which evolved were developed to be “broad
guidelines of what students should know and be able to do, while providing wide latitude to
districts in the creation of curriculum that matched the standards.”
The “fervent discussions of teaching and learning and testing” in which the framework
committees had engaged had significant impact on the eventual design and group
acceptance of the work which emerged from those committees. To facilitate
implementation in the Commonwealth’s classrooms, 350 school districts were provided
with funds to create teacher study groups to discuss the drafts and provide feedback to
the DOE. More than 1,000 study groups formed, with “almost 10,000 educators
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participating in them.” Concurrently, professional development alliances were formed,
uniting clusters of schools and universities that were “committed to collaborating on a
professional development agenda.”
Pointing toward the changes in leadership in Massachusetts as the dominant
causative factor in the change of direction that occurred in the reform effort, French stated,
“Promoting academic standards without a larger vision of democratic schools is a
dangerous proposition.” The conservative philosophy which dominated the new boards of
education and higher education in Massachusetts found itself in conflict with the
“pedagogy of high expectations, inquiry-and project-based learning, interdisciplinary
curriculum and authentic assessment” arrived at by the collaborative committees which
had drafted the disciplinary frameworks.
It was clearly this mid-stream shift in philosophy and practice that disconcerted the
study participants, causing them to remark on conflicts in communication, and unclear
assessment measures for energetically enforced accountability. French states a lesson
learned from the Massachusetts case study: “What started out as an initiative to walk this
balance beam of reform has turned into an effort that is fraught with the problems that
frequently characterize bureaucratic, authoritarian state-sponsored initiatives.”
In a statement that is as true of MCAS as it is of the Massachusetts Educator Tests,
French points out the underlying weakness of the standardized testing process. “Many of
the new state tests... are characterized by an incorrect belief that academic standards and
high-stakes assessment alone will raise the achievement levels of students.” The
disappointing results of the first administrations of the MTT and of the MCAS offer
Massachusetts and its educational community opportunity. Teacher preparation
institutions have an opportunity to alter the approach and the processes of raising
achievement levels of K-12 students and of the prospective teachers who, once certified,
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will teach them. Instead, the state’s boards of education and of higher education are
poised to raise the stakes, attempting improvement by exhortation and punitive measures
including removal of program approval levied on underperforming schools and colleges.
French proposes a shift in perspective, stating his recommendations for a national
movement toward progressive reform.
Our educational institutions must set broad standards, crafted by
practitioners, of what students should know and be able to do - while
simultaneously promoting local innovation and flexibility in order to achieve
them. Those institutions must design multiple assessments that will enable
students to demonstrate what they know, rather than serve solely as
sorting mechanisms.
Implications for practice
Encouraging collaboration, first within higher education, to provide meaningful
opportunities for dialogue and affiliations that span departmental boundaries will begin a
new cycle of participation in reform implementation. Adopting the tenets of Goodlad’s
Centers of Pedagogy (or some such entity more gracefully named) will facilitate higher
education’s adoption of such a role. On Participant 9’s campus, participants in the
Education Unit already consider themselves participants in this sort of collaborative
relationship. The effect of expanding these collaborations will be effective modeling of
collaborative inquiry and constructivist learning and teaching. Preservice and inservice
teachers will benefit directly, acquiring skills and habit of interaction that promote
collaboration, communication and which will positively affect accountability.
Participant 12 was thoughtful about his hopes for improved practice that might emerge
from the implementation of MERA ’93.
I hope it will lead, with inclusion, to more workshop teaching, to more of
a facilitator role for teachers, having in-class assignments and project work
that will allow for a collaborative learning and for moving around and
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helping students and students helping each other... [73]... with portfolios
and open-ended questions, you know, I hope it will... I hope it will see a
result in five years of a very strong core of critical thinking, creative thinking.
I hope we will do more with imagination and particularly imagination as
ways of going beyond just the information that students learn and put it in
context and look at it if it had developed a different way ... and how that
might have made a difference, you know, to do that kind of thinking.
Participant 8 spoke to a shift in the attention of higher education, away from inservice
time spent for no good purpose and toward meaningful professional development. ”1 think
teacher educators should not just look at inservice training. I think we should focus more
than we do now on preservice training.” He went on to explain that a shift toward
meaningful professional development should begin during preservice training, inculcating
the virtues of continued professionalism early, and establishing a culture of expectation for
continued professional development.
Implications for further research
This research leaves off incrementally further toward answers than it began. There will
be many moments to mark in the immediate and long-term future of educational reform in
Massachusetts. Follow-up studies might further progress toward a deeper understanding
of teacher educators and their roles in implementing educational reform. Potential further
research plans include a return to this same participant group. One-hour interviews could
ask their opinions of and responses to the outcome of the Massachusetts Educator Tests
and a begin a discussion of campus initiatives in the presence of the “12-62 Plan” and
“Creating Tomorrow” initiatives.
Of particular interest to this researcher is a future interviewing study with directors of
Master of Arts programs proposed in the newer legislation. Progress and positioning to
plan and implement discipline-based teacher education programs will call on the full
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resources of the state colleges if they are to experience success. The modes and means
of creating and sustaining these programs will show how the process of educational
reform is addressed in the context of the conservative philosophy of the recently elected
and appointed educational authorities of the Commonwealth.
Unanswered questions
Among the questions which this study leaves unanswered are those which focus on
legislative and political events whose outcomes have become known since the data
collection phase of the study was completed. Some of the questions which appear in this
chapter’s concluding section have arisen from the research, some have occurred in the
context of next steps for implementation. All are worthy of the asking - some may yield
insights helpful for those who continue to support education reform and its implementation
in the Commonwealth.
How will the environment of reform affect the preparation of teachers through the
transitional times ahead?
How will the effects of the legislation be reflected in the work and attitudes of teacher
educators preparing new teachers within the programs designed to meet new mandates?
Where will teacher educators find the motivation and the energy to participate in the
next round of education reform, this time characterized consistently with a conservative
philosophy of authoritarian decision-making?
Can we get beyond the sorting mechanism of the teacher tests to implement a real
shift in the accountability paradigm, adopting and adapting those multiple assessment
modes of which the original reform spoke so positively?
Which of the state college initiatives proposed to assist teacher candidates to
successfully pass the Massachusetts Educator Tests has proven most effective?
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What is the nature of campus responses to the outcomes of the National Evaluation
Services testing?
What forums or vehicles for discussion of teacher education issues have you attended
this academic year?
What program modifications have been proposed? What formats have been agreed
to for outcome assessment for these modifications or initiatives?
What can those within higher education do to promote positive progress toward real,
affirmative, educational reform?
How can public higher education faculty facilitate the necessary changes toward
collaborative approaches in a context of threat and insecurity?

141

APPENDICES

142

APPENDIX A
SUMMARY OF MAJOR RECOMMENDATIONS
JOINT TASK FORCE ON TEACHER PREPARATION
Phase One: Preparing Teachers for Provisional Certification
#1: The heart of the undergraduate program for prospective teachers should be a
broad liberal arts and sciences core, with a liberal arts or sciences major or an appropriate
interdisciplinary major
#2: The undergraduate program should offer a combination of college-based and
school-based studies of learning, teaching and child development. A minimum of 150
hours of supervised classroom experience will be required for provisional certification
#3: College faculty should work closely with classroom teachers in supervising
and evaluating the field-based experiences, and ultimately in ensuring that prospective
teachers gain the entry level skills necessary for provisional certification.
#4: Undergraduate programs for prospective teachers should establish clear exit
standards, based on the desired outcomes of the program.
#5: Undergraduate programs should make vigorous efforts to recruit minority
candidates and prepare them to enter the teaching profession.
#6: Colleges should develop special programs for non-traditional candidates for
provisional certification.
Phase Two; Preparing teachers for Full Certification
#7: A masters degree should be required for full teaching certification. Colleges
should offer a masters program structured around a clinical model of teacher preparation.
#8: Masters programs should be designed to ensure that provisional teachers
receive intensive supervision and support from three key people: a mentor teacher in the
participating school, an education advisor from the participating college and a liberal arts
advisor from the college.
#9: The critical role of mentor teachers in the preparation of new teachers should
be recognized, supported and rewarded by the colleges, the school districts, and the
Board of Education, this proposal)
Making Teaching a Major Profession: Recommendations of the Joint Task
Force on Teacher Preparation. October, 1987 Commonwealth of Massachusetts
Board of Regents of Higher Education/ Department of Education (Page 18).
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APPENDIX B
COLLEGE QUERY LETTER
“Please help me to compile a list of potential participants in an interviewing study I am
completing as part of my Ed. D. requirements at the University of Massachusetts at
Amherst.

I would appreciate your advice and assistance to identify secondary teacher

educators at (University) (College) who I may contact.
This study is designed to explore the responses of public secondary teacher educators
to implementing the Massachusetts Education Reform Act of 1993 and will elicit
participants' views of the Commonwealth's legislative initiatives affecting teacher
preparation and certification.
For the purposes of this study, I am defining “secondary teacher educator” as an
individual holding a tenured or tenure-track position for whom secondary (grades 5-12 or
9-12) teacher education assignments (foundations or methods courses, pre-practicum
courses, fieldwork or practicum supervision, etc.) represent a dominant part of contract
load.
It would be most helpful to have a list of (college/university) secondary teacher
educators with names, school and home phones, school and home mailing addresses and
e-mail addresses.

I will contact those you identify to establish a potential pool of

participants from as wide a range as possible of the state colleges and universities in
Massachusetts.
I truly appreciate your time and your effort and thank you in advance for your
response.”
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APPENDIX C
PARTICIPANT IDENTIFICATION FORM
The following form accompanied the surface mail letter of introduction and was
individualized for each of campus.
[' ] State College Secondary Teacher Education Faculty*
Name and Title

-—_

School Address

___

School Phone
Home Address

Home Phone
E-Mail address
Name and Title
School Address

School Phone
Home Address

Home Phone

-

E-Mail address

-

*For the purposes of this study, secondary teacher educators are those holding
a tenured or tenure-track position in which secondary (grades 5-12 or 9-12)
teacher education assignments (foundations or methods courses, pre-practicum
courses, fieldwork or practicum supervision, etc.) comprise a dominant part of
contract load.
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APPENDIX D
RESEARCHER/PARTICIPANT AGREEMENT
Study title: Secondary Considerations: Secondary teacher educators’ views of and
responses to implementation of the Massachusetts Education Reform Act of 1993

As a doctoral candidate at the University of Massachusetts, I am studying the views
and responses of secondary teacher educators to implementation of the Massachusetts
Reform Act of 1993.

I would like to invite you to share your reflections and responses during two one-hour
interviews at a convenient time and place. A follow-up telephone interview will be
scheduled for approximately one week after the second interview. Both one-hour
interviews will be tape-recorded. You will have the right to make comments that are off the
record, or not attributed to you. If you prefer, your name will not be used in the study and
a pseudonym will be chosen. You may be identifiable by position or title, however, so
anonymity cannot be assured. Verbatim transcripts will be used to maximize accuracy.
Information from the interviews will be used in a dissertation, and subsequently may be
used for professional presentations and publications.

You may withdraw from the study at any time prior to completion of the follow-up
telephone interview.

In signing below, you are accepting this invitation to participate in the study by being
interviewed. We will establish a convenient date and time for the first two interviews.

Please accept my thanks in advance for your acceptance of this invitation.

Researcher:

Participant:

Susan Doran Quandt
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APPENDIX E
THE RULES OF 1894
Excerpted from the Massachusetts Board of Education Report
January 1895 (p. 293 and following)
Rules for the State Examination and Certification of teachers
I. No candidate for either the probationary or the permanent certificate of qualification
required to be given under the provisions of the law shall be exempt from examination.
II. The probationary certificate shall be granted to any candidate who passes the
prescribed preliminary examination, the permanent certificate to any candidate who
passes the prescribed final examination, or who, being eligible under the rules, passes a
prescribed complete examination.
III. Certificates, both probationary and permanent, shall be granted for three grades of
subjects, namely, (a) elementary, (b) secondary and (c) special.
IV. Candidates for certificates shall give evidence of good health and character; and the
examinations for both the probationary and the permanent certificates shall test (a) their
scholarship and (b) their professional ability.
V. The qualifications of teachers shall be determined (a) by written tests, (b) by oral tests
and (c) by inspection.
VI. The secretary of the Board of Education shall make all needful arrangements for
conducting the examinations, including the preparation of questions for the written tests
and the general plan for oral tests and methods of inspection; and for this purpose he may
avail himself of the experience and skill of the agents of the Board, the principals of the
normal schools or of such other experts as he may see fit to consult.
VII. To be eligible for the examination for the elementary-grade probationary certificate the
candidate must satisfy the following conditions: -(a) He must be a graduate of a high school of good standing, or he must have
received the equivalent of a good high school training.
(b) He must be a graduate of one of the State normal schools of Massachusetts, or of
the Boston Normal School, or of some approved State normal school, or he must have
had at least two full years’ experience in teaching.
VIII. To be eligible to the examination for the secondary-grade probationary certificate the
candidate must satisfy the following conditions: -(a) He must be a graduate of a college or of an institution of as high a grade, or he must
have received the equivalent of a college training.
(b) He must also have received preliminary professional training satisfactory to the
examiners, or he must have had at least two full years/ experience in teaching.
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IX. To be eligible to the examination for a special-grade probationary certificate the
candidate must have received adequate special training at some approved institution in
the subject he wishes to teach, or he must have had at least two full years’ experience in
teaching his special subject.
X. The probationary certificate for any grade shall be valid for three years from its date
unless revoked earlier for cause. At the expiration of such period it may be once renewed
for three years, upon satisfactory evidence that the holder continues to do acceptable work
as a teacher.
XI. The holder of a probationary certificate shall receive a permanent certificate for the
corresponding grade, provided, -(a) He shall have had at least three years’ successful experience in teaching after
receiving his probationary certificate, a part of which shall have been in Massachusetts
under such conditions as to enable the examiners to inspect his actual work in school.
(b) He shall have passed an examination in such additional subjects as may be
prescribed.
(c) He shall have submitted a satisfactory thesis on some prescribed theme.
XII. To meet the cases of scholarly and successful teachers whose preliminary training
has not been of the kind designated and encouraged by the Board, and who would
therefore be ineligible to take examinations for probationary certificates, as well as the
cases of those whose service has been so long that they can hardly be expected to seek
for probationary certificates, the following rule is adopted: -Permanent certificates for the several grades may be granted to other candidates than
those who hold probationary certificates, provided, -(a) They shall have had at least six years’ experience in teaching, a part of which shall
have been in Massachusetts under such conditions as to enable the examiners to inspect
their work in the schoolroom.
(b) Their scholarship and experience appear to be of a conspicuously meritorious
character.
(c) They shall have passed an examination in such subjects, appropriate to the
several grades, as may be prescribed.
(d) They shall have submitted a satisfactory thesis on some prescribed theme.
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APPENDIX F
SUBJECTS OF THE REQUIRED EXAMINATIONS
[omitting the elementary grade probationary certificate entries, as well as the elementary
grade permanent certificate entries, here are excerpted only the requirements for
secondary grade certificates and special grade certificates]
Secondary Grade: Probationary Certificate.
Examination. -- The candidate should have a sound acquaintance with the subjects of the
six groups that follow, - such an acquaintance as may be presumed in a capable person
who has done high school and collegiate work, and profited by such professional training
as he may have received or by his two years of experience in teaching: —
1. Languages, including (a) English, with its grammar, rhetoric, literature and history,
and (b) any two of the four languages, Latin, Greek, French and German.
2. Mathematics, including (a) algebra and (b) plane geometry.
3. History and geography, including (a) the history of civil government of
Massachusetts and the United States, with related geography, and (b) general history,
with related geography.
4. Sciences, including (a) physical geography, (b) Physiology and hygiene, (c physics,
and (d) one of the following: biology, botany, zoology, chemistry, geology and descriptive
astronomy.
5. Drawing, including (a) mechanical and freehand drawing, and (b) one of the
following topics: form, color, historic ornament, and elementary and applied design. The
candidate should also be able to make diagrams and sketches to illustrate his answers to
questions that may be asked in other subjects.
6. The principles of education, including (a) the aims and means of education, (b) the
elements of psychology, (c) principles to be observed in teaching, and (d) school
management.
Oral examination and inspection. -- The candidate will be tested orally in at least one
of the foregoing groups at the discretion of the examiners, the preference of the candidate
receiving due consideration. The object of the oral test is to form an estimate not only of
the candidate’s scholastic attainments in the subjects themselves, but also of his personal
characteristics and his use of language.
Any work of a personal, genuine and legitimate character that the candidate has done
in connection with any of the groups that are set for examination and that is susceptible of
visible or tangible presentation may be offered, and such work will be duly weighed in the
final estimate. This work may come from either the academic or the teaching experience
of the candidates. To indicate the scope of this feature, the following kinds of possible
presentation are suggested, but the candidate may readily extend the list: -1. A book of drawing exercises, -- particularly such a book of exercises as one might
prepare in following the scheme outlined in the Course of Studies for Elementary Schools,
prepared under the direction of the Massachusetts Board of Education, or in developing
any branch of that scheme.
2. Any laboratory notebook that is a genuine record of experiments performed, data
gathered or work done, with the usual accompaniments of diagrams, observations and
conclusions.
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3. Any essay or article that presents the nature, successive steps and conclusions of
any simple, personally conducted investigation of a scientific character, with such
diagrams, sketches, tables and other helps as the character of the work may suggest.
4. An exercise book containing compositions, abstracts, analyses or other written
work that involves study in connection with the literature requirements of the examination.
Since the purpose of this feature of the examination is to give the candidate an
opportunity to furnish evidence of his interest and proficiency in specific directions of his
own choosing, no limit is imposed upon his choice of a theme except the general one that
it shall be related to some one of the examination groups, nor is the candidate restricted to
a single theme. The material thus offered, as well as any other matter or information that
has a bearing on the question of qualifications but might not appear in answers to formal
questions, should be presented to the examiners at the time of the oral test.
Inspection. -- The inspection of the candidate’s actual work in the schoolroom will be made
either by some one of the examiners or by some competent authority specially
commissioned to report upon such work; or, if such inspection is not practicable, the
testimony of trustworthy persons who have knowledge of the candidate’s work will be
given due weight.
Secondary Grade: Permanent Certificate.
Examination. -- If the candidate holds a probationary certificate for the secondary grade,
he will be examined for the permanent certificate in the same grade in any group he may
elect from the first five that follow and in the sixth group. If the candidate does not hold a
probationary certificate, but comes within the provisions of rule XII, he will be examined in
any two groups he may elect from the first five and in the sixth; but this requirement may
be increased or reduced at the discretion of the examiners. The examination in any one of
the first five groups will cover methods of teaching the subjects of that group.
1. Languages, including (a) English, with its grammar, rhetoric, literature and history,
and (b) any two of the four languages, Latin, Greek, French and German.
2. Mathematics, including (a) algebra and (b) either plane and solid geometry or plane
trigonometry.
3. History and geography, including (a) general history, with related geography, and
(b) the intensive study of some historical period or movement.
4. Sciences, including (a) physical geography, (b Physiology and hygiene, (c) physics,
and (d) any of the following: biology, botany, zoology, chemistry, geology and descriptive
astronomy.
5. Drawing, including (a) mechanical and freehand drawing, and (b) the following
topics: form, color, historic ornament, and elementary and applied design.
6. Education, -- its principles and history, including (a) the aims and means of
education, (b) psychology, (c) the world’s principal educational movements, particularly
those of modern times, and (d) Massachusetts school legislation.
Thesis. -- A thesis will be required of each candidate on some educational theme
approved by the examiners. The candidate may present, in addition, any other work that
bears witness to his study and progress as a teacher.
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Inspection. -- The candidate’s work in the schoolroom and his general service as a
teacher must be satisfactory to the examiners, or to such persons as may be specially
commissioned to inquire into the quality of his experience.
Special Grade: Probationary Certificate
Recommendation. -- It is highly desirable that the candidate who aims to teach a special or
a since subject, whatever it may be, shall qualify himself in a broad and liberal way. He is
earnestly advised, therefore, to take the regular examination designated for the
probationary certificate of that grade of schools, whether elementary or secondary, in
which he claims to teach. If successful, he will receive the appropriate general certificate
for that grade. If the candidate, in addition, passes the special examination described
below, he will receive a probationary certificate for the special grade also. A special-grade
certificate thus reenforced by a general certificate would indicate a wider range and a
higher degree of preparation than a special-grade certificate not thus supported.
Special alternative. -- If, however, the candidate wishes to limit his work to some
subject that is distinctly and narrowly special, such as drawing, stenography, physical
culture, music or some branch of domestic or manual training, and does not deem it
expedient to take an examination in either of the general grades, as recommended above,
he will be required to pass the examinations, both general and special, that are indicated
below.
General examination: -1. Language, -- English, with its grammar and literature.
2. Mathematics, -- arithmetic.
3. History and geography, -- the history and civil government of Massachusetts and
the United States, with related geography.
4. Sciences, -- (a) physiology and hygiene, and (b) any one of the following: physical
geography, physics, botany, zoology, geology, chemistry and descriptive astronomy.
5. Drawing, -- freehand; particularly diagrams and sketches to illustrate answers to
questions that may be asked in other subjects.
Special examination: -1. The specific subject, in all its branches, which the candidate intends to teach, with
principles to be observed and methods to be followed in teaching it.
This requirement will be interpreted to include such branches, in addition to those
mentioned in the foregoing general examination and not otherwise provided for, as are
closely, if not indispensably, related to the special subjects to be taught, as chemistry in
the case of cooking, geometry in the case of wood-working, so much of physics as deals
with sound in the case of music, etc.
2. Specimens of work, when practicable, or other evidences of the candidate’s
mastery of his subject.
3. A demonstration lesson.
Oral examination and inspection, -- see the directions given under the heading
Secondary Grade: Probationary Certificate.
Special Grade: Permanent Certificate.
Examination. -- If the candidate holds, in addition to his special-grade probationary
certificate, a probationary certificate of either of the general grades, his examination for the
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permanent certificate of the corresponding general grade will answer for an examination
for the permanent certificate of the special grade.
If the candidate holds a special-grade probationary certificate and not other, he will be
examined for the permanent certificate of the same grade in any one he may elect from
the first five groups that follow and in the sixth.
If the candidate comes under the provisions of rule XII, he will be examined as he may
choose, either (a) for the permanent certificate of one of the regular grades, and, in
addition, in the subjects set for the special examination for the probationary certificate of
the special grade, or (b) in any group he may elect from the first five that follow, in the sixth
group, and, in addition, in the subjects set for the special examination for the probationary
certificate of the special grade; but either of these two requirements may be increased or
reduced at the discretion of the examiners.
1. Language, - English with its grammar, rhetoric, literature and history.
2. Mathematics,, -- either (a) the elements of algebra or (b) the elements of plane
geometry.
3. History and geography, - either (a) the history of England, with related geography,
or (b) general history, with related geography.
4. Sciences, -- (a) physiology and hygiene, and (b) any one of the following: physical
geography, physics, botany, zoology, geology, chemistry and descriptive astronomy.
5. Drawing, - (a) mechanical and freehand drawing, and (b) any one of the topics,
form, color, an d arrangement.
6. Education, - its principles and history, including (a) the aims and means of
education, (b) psychology, (c) the world’s principal educational movements, particularly
those of modem times, and (d) Massachusetts school legislation.
Thesis. -- A thesis will be required of each candidate, on some theme connected with
his special subject and approved by the examiners. The candidate may present in
addition any other work that bears witness to his study and progress as a teacher.
Inspection. -- The candidate’s work in the schoolroom and his general service as a
teacher must be satisfactory to the examiners, or to such persons as may be specially
commissioned to inquire into the quality of his experience.
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APPENDIX G
NORMAL SCHOOLS PRIOR TO 1860
Date of Legal
Establishment

Date Opened

Place Located

Principal or President

1838

July 3, 1839

Lexington, MA

Cyrus W. Peirce

Moved

September 1844

W. Newton, MA

Cyrus W. Peirce

Moved

December 1853

Framingham, MA

Eben Stearns

1838

September 4,1839 Barre, MA

S.P. Newman

Moved

September 4, 1844 Westfield, MA

D.S. Rowe

1838

September 9,1840 Bridgewater, MA

Nicholas Tillinghast

1844

December 18, 1844 Albany, N.Y.

David Perkins Page

1849

May 15,1850

New Britain, CT

Henry Barnard

1849

March 29,1853

Ypsilanti, Michigan

Adonijah S. Welch

1853

September 13, 1854Salem, MA

1854

May 29, 1854

Providence, R.l.

Dana P. Colburn

1855

October 1, 1855

Trenton, NJ

William F. Phelps

1857

October 5, 1857

N. Bloomington, IL

Charles E. Hovey

1857

December, 1859

Millersville, PA

James P. Wickersham

1858

September 3, 1860 Winona, Minnesota John Ogden

Richard Edwards

From Harper, A Century of Public Teacher Education : The story of the state
teachers colleges as they evolved from the normal schools. Westport.
Greenwood Press, (page 9)
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APPENDIX H
INTERVIEW GUIDES
Interview 1: Focused on early teaching experience, the participant’s transition to higher
education, and the participant’s introduction to the Education Reform Act of 1993.
How have you come to be a teacher educator? .... What kinds of experiences have you
had that have made critical contributions to the kind of teacher educator you are now?
Could you characterize your own educational experience as a student, please?
Can you recall your favorite K-12 teacher? Please describe some of your favorite or most
significant school experiences as a student.
Tell me, please, about your classroom teaching experience. What levels of students have
you taught?
Describe the schools in which you taught. What was it like to be a teacher there?
What was your first year of teaching like? What was difficult, what presented you with
challenges? To whom did you address your questions about practice?
Please describe your move to teacher education (from classroom teaching or another job)
to higher education. What circumstances led you to this change?
Describe your first year as a teacher educator. (Would you mind sharing with me what
year that was?)
What, (if a teacher educator in 1988) do you remember of the JTTP report “making
teaching a major profession”?
What is your first recollection of the Massachusetts Education Reform Act of 1993? How
did you hear of it? Tell me about your first impressions or what you recall of conversation
with your colleagues when the Act was introduced.
Have you read the act itself, or have you seen summaries? What aspects of the MERA’93
do you think are significant for teacher educators? *(see highlights sheet)
How are you involved in implementing the Act?
Have you had experience with partnerships or collaborative agreements with area school
systems? Were these experiences begun before or as a result of the MERA’93? Could
you tell me about them?
What is your role relative to professional development for teachers as instituted by the
Education Reform Act?
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How does the Education Reform Act influence your work?
In your experience, how has the MERA ’93 changed relationships between teacher
educators and their students? Between colleges and public K-12 schools?
Is there anything else you’d like to have made part of this interview? Anything about your
early experience or your introduction to the MERA ’93 which we haven’t spoken about
today?
May we schedule the second interview now? (or confirm the time for the second, if already
set)

Interview 2: (two days to one week after interview 1, focused on the participant’s
experience with supervising student teachers, with public schools, the participant’s
relationships with arts and sciences faculty, program design experience and the
participant’s impression of the Act’s influence on the work of teacher education)
What is the work of a teacher educator like in this time and place? What meaning do you
make of it?
Just as groundwork, could you please tell me a little about the teacher education program
in which you currently teach?
Please briefly describe your department. How many faculty? staff? How are they
assigned to programs?
In which certificate areas may secondary candidates complete preparation programs
here? At what levels?
Please describe the secondary teacher education programs on this campus. How have
your programs changed as a result of the legislation?
Could you describe your job as teacher educator, please? (Name, rank and departmental
affiliation, first, then...) Tell me about your other responsibilities as a teacher educator.
Describe your weekly schedule, please.
How often do you visit the public secondary schools? What do you do there?
In which high schools have you worked? In which schools do you work this year?
Do you have a favorite among the high schools with which you work? What contributes to
your response?
With which ten members of your campus community do you work most closely?
Is there a campus governance body charged with responsibility for teacher education
programs? Could you describe its role and its relationship to the faculty?
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Are there discussion groups, seminars or other forums for conversations about teacher
education issues on your campus? Could you give any examples of such events in which
you’ve been involved?
Please describe the relationships between education and arts and sciences faculty
members here.
Describe the process for proposing change to teacher education programs. Which
programs have changed recently? What was the nature of the change proposed? Have
you proposed a change to teacher education programs on this campus? When was your
program last revised? Tell me about the process and about the changes proposed. What
kinds of evaluation do your teacher education programs utilize? Ongoing?
What are your experiences with collaborative teaching on this level? What aspects of
good practice does your program (or your own teaching) model most effectively?
Can you briefly describe your union affiliation (if any) and speak a little about how the
expectations of the union contract affects your work in light of the initiatives in the
Education Reform Act?
Please speak about the impact of the Education Reform Act on your program’s structure,
philosophy and practice. What do you anticipate will be the legacy of the Education
Reform Act? Five years from now, how might your programs be different as a result of the
Act? How might your job as a teacher educator be different?
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APPENDIX I
HIGHLIGHTS OF THE MERA ’93
Highlights of the Massachusetts Education Reform Act of ’93 which specifically affect
higher education (and/or teacher education)
Intent of title: “It is hereby declared to be a paramount goal of the commonwealth to
provide a public education system of sufficient quality to extend to all children the
opportunity to reach their full potential and to lead lives as participants in the political and
social life of the commonwealth and as contributors to its economy. It is therefore the
intent of this title to ensure: (1) that each public school classroom provides the conditions
for all pupils to engage fully in learning as an inherently meaningful and enjoyable activity
without threats to their sense of security or self-esteem, (2) a consistent commitment of
resources sufficient to provide a high quality public education to every child, (3) a
deliberate process for establishing and achieving specific educational performance goals
for every child, and (4) an effective mechanism for monitoring progress toward those goals
and for holding educators accountable for their achievement.”
Section 1: Establishes the funding for the act, promising revenue from the lotteries for the
arts ($600,000, initially) transferred to the children’s fund.
Section 2: Establishes the position of “commissioner of education” to be chief executive
officer of the board of education and the “chief state school officer for elementary and
secondary education.”
Section 3: Establishes advisory councils in 14 specific areas, defines their memberships,
terms and criteria for members of councils and includes council members as state
employees.
Section 14: Establishes an advisory committee on education policy chaired by the
secretary of education and charged with study, reporting, goalsetting, advising and
standard setting for issues affecting public education in the commonwealth. This
committee consists of the executive committees of the board of education and the higher
education coordinating council.
Section 15: The secretary of Education shall advise the governor and shall “coordinate
public education from early childhood through the university level”...
Section 16: The secretary’s powers and duties are emended to include service as the
governor’s advisor on educational issues and reporting on the activities of public
education, analysis of present and future goals, needs and requirements of public
education in the commonwealth including oversight of grants, gifts, awards and trusts.
Section 17: Establishes a state-wide educational technology plan to be developed by
Massachusetts Corporation for Educational Telecommunication
a) telecommunications and technology link among public college and university
campuses and school districts through computer and communications
technology.
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b) statewide professional development plan for teachers, principals and
superintendents using distance learning.
c) Increase involvement of parents, guardians, mentors by distance learning with
their student’s education.
Section 18: Establishes and defines the higher education coordinating council (now the
Board of Higher Ed)
Section 20. The chancellor is defined as appointed by the council serving as secretary to
the council, its chief legislative officer and the chief school officer for higher education .
Section 22: Establishes the student loan repayment program known as “attracting
excellence to teaching program”.
Section 23: Establishes the Dual Enrollment Program.
Section 25: Provides state employees time to provide voluntary services at elementary,
secondary or vocational/technical schools up to 7 hours per week during working hours
without loss of salary.
Section 28: Charges the commissioner with preparation of a five-year master plan for
public education in the commonwealth, including “the termination of absolute or
unnecessarily duplicative programs.”
Section 29: States that “The board shall establish standards for certifying all educational
personnel.” Establishes a set of statewide educational goals for all public schools in the
commonwealth (Curriculum Frameworks) and establishes grants for technology
preparation programs for the purposes of improving collaboration between secondary and
post-secondary technology programs. Includes the requirement for a liberal arts and
sciences major for all prospective teachers, as well as setting differential levels of
certification (provisional, provisional with advanced standing, and standard) and defining
the term of certification as five years, though fully renewable.
Section 32: School Funds and State Aid for public schools: includes the “Professional
development Allotment”, dedicating 3% of the district’s payroll to professional development
of education personnel.
Section 37H: Prohibits use of any tobacco products on school grounds by any individual.
Also treats weapons and assault/violence infractions, setting expulsion and counseling on
the repercussions of such behaviors.
Section 42: Every district shall adopt and implement a professional development plan for
all personnel to include training in the teaching of curriculum frameworks and other skills,
“including participatory decision making and parent and community involvement.”
Section 53: Expands the role of the principal to supervising managers of their schools,
responsible for supervising the operation and management of their schools and school
property. Also charges principals with responsibility to promote participatory decision¬
making in the development of educational policy.
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Section 55: Establishes charter schools and allows up to 25 to operate in the
commonwealth at any time (<5 in Boston and Springfield; no more than 2 in any other city
or town.)
Section 72: Eliminate the general track in district schools. Supports tech prep, 2+2,
apprenticeships, vocational-occupational programs and college preparation programs.
Section 80: The Board of Education shall prepare a plan to extend the time during which
students attend school to reflect prevailing norms in advanced industrial countries and to
address the educational needs of children in the commonwealth. (Time and learning
studies)
Section 93: Appoints “a commission on regulatory relief in education to review and
evaluate all statutes and regulations related to education” to make recommendations to
the board to reduce the scope of, ease the administration of, simplify the compliance with,
and, “where appropriate, eliminate such regulations and reduce the amount of paperwork
required in connection with public education and the sates regulation thereof.”
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APPENDIX J
A CHRONOLOGY OF EVENTS
11/4/97: James F. Carlin, Chairman, Massachusetts Board of Higher Education,
addresses the Greater Boston Chamber of Commerce, referring to public colleges
and universities as “misfocused, lacking in goals and objectives, devoid of
accountability, ineffective, inefficient. In his address, he argued for increasing the
teaching loads of professors, eliminating meaningless research, and abolishing
tenure, which he referred to as “an absolute scam”.
12/1/97: Participant 1, interview 1
12/2/97: Participant 12, Interview 1
12/5/97: Participant 1, Interview 2
12/5/97: Participant 2, Interview 2
12/29/97: Participant 3, Interview 1
12/29/97: Participant 3, Interview 2
1/9/98: Participant 4, Interview 1
1/15/98: Participant 4, Interview 2
3/3/98: Participant 7, Interview 1
3/3/98: Participant 7, Interview 2
3/11/98: Participant 8, Interview #1
4/4/98: Massachusetts Teacher Test, #1
4/24/98: Preparing Competent and Caring Teachers: MACTE/COMTEC conference.
Commissioner Frank Haydu, III, predicts a 59-60% FAILURE rate on the first
administration of the Massachusetts teacher test.
4/25/98: State College Deans’ Graduate Research Symposium: Salem State College.
Representative Hal Lane announces a 60% failure rate on the Teacher Test and
makes dire predictions about the future of the public education system.
4/25/98: Participant 9, Interview #1
5/14/98: Participant 10, Interview #1
5/19/98: Participant 10, Interview #2
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5/19/98: Participant 9, Interview #2
5/19/98: Participant 11, Interview 1
5/21/98: Participant 11, Interview 2
6/9/98: Initial Proposals of the Board of Higher Education for a collective bargaining
agreement with the Massachusetts Teachers Association/ Massachusetts State
College Association to begin on July 1, 1998. The proposal enlarges the
President’s scope of authority in campus decision-making and adds post-tenure
review to the evaluation standard. Most incendiary of the inclusions in the
proposal is the elimination of tenure. “New faculty appointments shall be made
through employment contracts not to exceed 5 years at the discretion of the
president.” Proposal is rejected by the MSCA.
6/22/98: Massachusetts Board of Education sets passing score for teacher test. Board
also voted to require candidates for certification as administrators and support
services to take and pass the new test of communication and literacy, effective
9/1/98.
6/30/98: MSCA contract as written ends. No new contract is ready for signature.
7/3/98: Boston Globe article: “Carlin demands teacher strategy from colleges”. Carlin
asked the college heads to meet July 27 to offer suggestions for improving teacher
preparation. July 17, a letter is due from each school’s dean of education outlining
the steps they would take to “dramatically improve how they prepare education
student,” steps that would have an effect within two to five years.
7/11/98: Massachusetts Teacher Test, #2
7/12/98: John Silber (chair of the Massachusetts Board of Education) publishes an article
in Deseret News entitled, “Dismal results of teacher test give colleges a failing
grade”. The last two sentences: “America became a literate country before there
were any schools of education. We would be justified in demanding that schools of
education either raise their standards or shut their doors.”
7/21/98: David Driscoll, Commissioner of Education (Interim) releases the results of April
4, 1998 Massachusetts Teacher Test Administration to College and University
Presidents, Education Deans and Educator Preparation Program Contact Persons.
The information was embargoed until Thursday, July 23.
7/23/98: State Colleges of Massachusetts Council of Presidents received copies of the
letters sent to Carlin regarding the Teacher Certification Test Results sent by Dr.
William F. O’Neil, Executive Officer.
7/27/98: Introduction of the 12-62 plan by the Massachusetts Department of Education.
“Enhancing Teacher Quality: chapter 260 of the Acts of 1998.” The act amends
Chapter 10 and amends Chapter 15A of the General Laws, adding 1) an
“incoming teacher signing bonus program” to attract “high achieving candidates to

161

enter the profession who would not other wise consider a career in teaching,” 2)
creation of a Massachusetts master teacher corps program “to mentor incoming
apprentice teachers and further the goals of the education reform act, so-called,”
and 3) setting up a scholarship program for the purpose of encouraging
outstanding high school students to teach in public schools.”
8/17/98: Carol Gilbert, Administrator, Educator Preparation and Professional Standards,
releases the results of Massachusetts Teacher Tests Results for July 11
administration .
9/3/98: Fall 98 semester begins without an MSCA contract. Many state college
campuses vote to “Work to Rule”, withholding voluntary participation in campus
governance and extra-curricular participation.
10/3/98: Massachusetts Teacher Test, #3
10/10/98: “Creating Tomorrow: Preparing the Next Generation of Teachers”, a set of
recommendations to Acting Governor A. Paul Cellucci, presents a statewide plan
for actions and Results. Six goals are presented, outlining the government’s
intentions for implementing change in teacher education. In its conclusion, the
report states that, “Five years from now, programs that cannot make the transition
to excellence will be eliminated. Those that remain will meet the highest standards
of quality and performance.”
11/4/98: Massachusetts voters elect Argeo Paul Cellucci as governor for 4 years. Jesse
(The Body) Ventura is elected governor of Minnesota.
1/9/99: Massachusetts Teacher Test #3 (Massachusetts Educator Certification Test, #1)
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Transcription, reflection, drafting of data presentation chapters.

Event Tineline: A chronology of events surrounding data collection, data analysis and presentation.
Interview Schedules, Massachusetts Teacher Tests and legislative actions affecting study outcomes.

APPENDIX K

A TIMELINE OF EVENTS
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5/19/98: Participant 11, Interview 1
5/21/98: Participant 11, Interview 2
6/9/98: Initial Proposals of the Board of Higher Education for a collective bargaining
agreement with the Massachusetts Teachers Association/ Massachusetts State
College Association to begin on July 1, 1998. The proposal enlarges the
President’s scope of authority in campus decision-making and adds post-tenure
review to the evaluation standard. Most incendiary of the inclusions in the
proposal is the elimination of tenure. “New faculty appointments shall be made
through employment contracts not to exceed 5 years at the discretion of the
president.” Proposal is rejected by the MSCA.
6/22/98: Massachusetts Board of Education sets passing score for teacher test. Board
also voted to require candidates for certification as administrators and support
services to take and pass the new test of communication and literacy, effective
9/1/98.
6/30/98: MSCA contract as written ends. No new contract is ready for signature.
7/3/98:

Boston Globe article: “Carlin demands teacher strategy from colleges”. Carlin
asked the college heads to meet July 27 to offer suggestions for improving teacher
preparation. July 17, a letter is due from each school’s dean of education outlining
the steps they would take to “dramatically improve how they prepare education
student,” steps that would have an effect within two to five years.

7/11/98: Massachusetts Teacher Test, #2
7/12/98: John Silber (chair of the Massachusetts Board of Education) publishes an article
in Deseret News entitled, “Dismal results of teacher test give colleges a failing
grade”. The last two sentences: “America became a literate country before there
were any schools of education. We would be justified in demanding that schools of
education either raise their standards or shut their doors.”
7/21/98: David Driscoll, Commissioner of Education (Interim) releases the results of April
4, 1998 Massachusetts Teacher Test Administration to College and University
Presidents, Education Deans and Educator Preparation Program Contact Persons.
The information was embargoed until Thursday, July 23.
7/23/98: State Colleges of Massachusetts Council of Presidents received copies of the
letters sent to Carlin regarding the Teacher Certification Test Results sent by Dr.
William F. O’Neil, Executive Officer.
7/27/98: Introduction of the 12-62 plan by the Massachusetts Department of Education.
“Enhancing Teacher Quality: chapter 260 of the Acts of 1998.” The act amends
Chapter 10 and amends Chapter 15A of the General Laws, adding 1) an
“incoming teacher signing bonus program” to attract “high achieving candidates to
enter the profession who would not other wise consider a career in teaching,” 2)
creation of a Massachusetts master teacher corps program “to mentor incoming
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apprentice teachers and further the goals of the education reform act, so-called,”
and 3) setting up a scholarship program for the purpose of encouraging
outstanding high school students to teach in public schools.”
8/17/98: Carol Gilbert, Administrator, Educator Preparation and Professional Standards,
releases the results of Massachusetts Teacher Tests Results for July 11
administration .
9/3/98: Fall 98 semester begins without an MSCA contract. Many state college
campuses vote to “Work to Rule”, withholding voluntary participation in campus
governance and extra-curricular participation.
10/3/98: Massachusetts Teacher Test, #3
10/10/98: “Creating Tomorrow: Preparing the Next Generation of Teachers”, a set of
recommendations to Acting Governor A. Paul Cellucci, presents a statewide plan
for actions and Results. Six goals are presented, outlining the government’s
intentions for implementing change in teacher education. In its conclusion, the
report states that, “Five years from now, programs that cannot make the transition
to excellence will be eliminated. Those that remain will meet the highest standards
of quality and performance.”
11/4/98: Massachusetts voters elect Argeo Paul Cellucci as governor for 4 years. Jesse
(The Body) Ventura is elected governor of Minnesota.
1/9/99: Massachusetts Teacher Test #3 (Massachusetts Educator Certification Test, #1)
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Data Analysis
Transcription, reflection, drafting of data presentation chapters.

Event Timeline: A chronology of events surrounding data collection, data analysis and presentation.
Interview Schedules, Massachusetts Teacher Tests and legislative actions affecting study outcomes.

APPENDIX K: A TIMELINE OF EVENTS
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